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Abstract
Accountability has placed immense pressure on principals leading K-12 public charter schools to
increase standards for success. Overwhelmingly, principals accept the charge to produce
promising results every day, despite the public scrutiny principals may ensue for not meeting the
state’s standard of excellence. Principals are expected to drive high academic standards, initiate
instructional vision, interact with parents, oversee policy mandates, address students’ needs, and
foster relationships with teachers. The daily demands requiring principals’ attention stimulate
stress and may cause principals to wrestle with prioritizing trusted relationships. The purpose of
this qualitative descriptive study was to understand how principals foster relational trust with
teachers in an urban Title I public charter school in Texas. Thirteen principals participated in
semistructured interviews. Principals provided an operating mechanism chart and core calendar
to triangulate the development of trust with teachers. The findings of this study show that when
principals identified a personal or professional experience that drove their mission, incorporated
the organization’s goals to direct their daily priorities, and built interactions with teachers using
operating mechanisms, they increased trusted relationships with teachers. In addition, as a result
of the systems principals designed, principals perceived accountability stimulated teachers to
actively invest in the mission of the school, establish stronger relationships between managers
and direct employees, and enhance teacher relationships by making it a normal practice to
celebrate and reward teachers for their commitment to the mission.
Keywords: accountability, public charter school, principal pressure, trust, relational trust,
school culture, leader-member exchange, systems thinking, and systems design
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Chapter 1: Introduction
As schools across the United States face the realities of reform to increase test scores and
close achievement gaps, more attention is focused on the methods used to maintain long-lasting
improvements in student achievement. Historically, urban schools located within lowsocioeconomic communities experience challenges due to implicit and explicit complexities such
as external accountabilities, high-stakes state assessments, access to equitable resources, and
principals' readiness to meet the demands of their stakeholders (Drago-Severson et al., 2018;
Liljenberg & Andersson, 2020; West et al., 2010; Yi & Kim, 2019). While these factors can
influence how principals attempt to increase academic performance and close gaps, they should
not deter principals from inspiring hope within their school and community. There is hope for
principals to inspire positive change built on trust that will stimulate healthy student learning
environments.
When trust is established between two or more parties, there is a willingness to be
vulnerable with one another believing that an individual interest will be unharmed (Cameron &
Spreitzer, 2013; Finnigan & Daly, 2017; Tschannen-Moran & Gareis, 2015a; Weinstein et al.,
2020). It is human nature to desire trusted connections with others through social interactions
(Kramer, 1999). For example, parents form trusted bonds and stimulate positive relationships
with their children at a young age. Children learn to form trusted partnerships by communicating
with friends in social environments such as playing at the park. Adults model discernment so
children can distinguish between healthy and unhealthy connections in social environments like
schools. The same is true for teachers in schools; teachers’ perceptions, beliefs, attitudes, and
levels of satisfaction can be determined by the trusted relationships developed between teachers
and principals (Farnsworth et al., 2019; Tschannen-Moran & Hoy, 1997). Teacher’s desire
developing trusted relationships with their manager and colleagues (Weinstein et al., 2020).
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When trust is jeopardized between teachers and principals, self-protective measures begin
to stir and an unwillingness to take risks sets in (Edmondson, 2019; Tschannen-Moran & Hoy,
1997). In the absence of trust, psychological safety – the ability to take risk without ridicule or
humiliation – is compromised (Edmondson, 2019). By focusing on psychological safety,
Edmondson proposed leaders have an opportunity to engage in respectful engagement through
candor and honesty. The partnership between candor and honesty provides the landscape for
mutual respect to occur between team members. Furthermore, Urick (2020) suggested that
teachers who believe they are supported and their needs are met by their principal, have more job
satisfaction than those who are unsupported (Cameron, 2012). Therefore, principals must
intentionally design work environments where high-quality connections are evident, relationship
development is proactively planned, morale between employees is high, and a culture of trust is
valued (Cameron & Spreitzer, 2013; Finnigan & Daly, 2017; Lambersky, 2016). Principals who
fail to develop a culture of trust risk high academic achievements and retaining teachers. As
such, this qualitative descriptive study is designed to explore how K-12 principals foster a
positive culture by developing trust with teachers.
Background
Education policy has been evolving to ensure principals meet the federal and state
expectations outlined for them through accountability metrics (Heffernan, 2018). Over the course
of the last three presidential administrations, policymakers proposed accountability metrics and
school policy that increased pressure on principals to close student achievement gaps. Examining
each policy will illustrate how, over time, accountability metrics placed pressures on principals.
Under the G.W. Bush administration, the No Child Left Behind (NCLB) Act of 2002 was
enacted to raise standardized assessments and improve test scores in reading and math in K-12
schools. The NCLB Act required states to assess students in third through twelfth grade, provide
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accommodations to students with IEPs and 504 plans, and issue alternative assessments for
students in need. The premise of the NCLB Act was to change educational practices that limited
high-quality education for all students (National Archives and Records Administration, n.d.; Yi
& Kim, 2019). The increased attention to academic achievement by sub-group fostered
heightened pressure for principals who must deliver promising yearly progress toward state goals
or yield to various sanctions such as corrective action, restructuring schools, or loss of
employment (U.S. Department of Education, 2007).
Under the Obama administration, Every Student Succeeds Act (ESSA) replaced the
NCLB in 2015 though the spirit of the law remained the same: the commitment to equal
opportunities for all students. Three priorities shifted between NCLB and ESSA that influenced
the pressures placed on principals:
•

ESSA increased the evaluation of schools by adding new domains: English language
proficiency, high school graduation rates, and an academic measure for elementary and
middle school success (U.S. Department of Education, n.d.).

•

A science assessment was added in elementary, middle, and high school.

•

States needed to develop ambitious strategic plans for student groups that were furthest
behind with the intent to close those achievement gaps.
Donald Trump’s administration promoted school choice, where parents have the freedom

of choosing where to send their student or opt-out of sending their student to a failing
neighborhood school (U.S. Department of Education, 2019b). The school choice initiative not
only released federal monies to the nation’s most vulnerable students, but it also increased grant
funding for charter schools (U.S. Department of Education, 2019b). Under the school choice
initiative, charter schools allowed parents the opportunity and option to self-select into an
educational system that served historically underserved communities (Texas Charter Schools,
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2021). Under strict guidelines, charter schools receive less local government funding yet abide
by the same accountability standards as their comparative comprehensive public schools (Clark,
2000; Texas Charter Schools, 2021). With the accountability standards being the same for both
traditional and public charter schools, yet with less funding provided to charters, charter schools
must develop creative methods to incentivize leaders, teachers, and parents to join their school.
As an alternative to traditional public schools, for almost 30 years, charter schools paved
the pathway for educating students. In the spirit of reforming education, Texas charters aim to
uphold high standards to close the achievement gap by providing students a high-quality
education using uniquely designed learning models to advance academic achievement (Clark,
2000; Texas Education Agency, 2019). While independently operated, public charter schools
maintain state accountability as traditional schools yet sustain public scrutiny from critics
(Gronberg et al., 2017). The public scrutiny added pressure to principals seeking methods to
foster a positive school culture while increasing student achievement. Further, it is evident that
public policy shifted towards a performance-based, outcome accountability measure that placed
an emphasis on how students performed on assessments and held school leaders accountable for
met and unmet outcomes (De Langhe et al., 2011; Stecher et al., 2010; U.S. Department of
Education, n.d., 2007, 2019a).
Statement of the Problem
Federal, state, and local accountability measures have not only increased standards for
student success but also placed immense pressure on principals leading K-12 public charter
schools (Huggins et al., 2017; Jingping et al., 2017; U.S. Department of Education, 2019a).
Though accountability pressures can be overwhelming, principals with limited formal training in
prioritizing trust with teachers do not produce high-quality schools (Drago-Severson et al.,
2018). Principals are expected to drive high academic standards, initiate instructional vision,
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interact with parents, oversee policy mandates, address students' needs, and foster relationships
with teachers (Lemoine et al., 2014). The daily demands requiring principals’ attention stimulate
stress and may cause principals to wrestle with prioritizing trusted relationships.
As work intensifies and pressure increases, principals must prioritize cultivating trusted
relationships with teachers to increase the likelihood for students to demonstrate achievement.
Principal leadership is second to classroom teaching in influencing achievement (Hitt & Tucker,
2016; Leithwood et al., 2020). Principals influence student achievement by building trusted
relationships with teachers through supportive methods (Lambersky, 2016; Tschannen-Moran &
Gareis, 2015a). Building trust fosters a positive culture that promotes thriving work
environments where people are willing to take risks and commit to the shared vision of the
school (Tschannen-Moran & Gareis, 2015a). Negative culture stifles productivity, creates
unhealthy work environments, stimulates self-protective stances, and minimizes vulnerability to
take risk (Tschannen-Moran & Gareis, 2015b). Negative culture compromises trust and hinders
teachers from working together to solve the challenges presented in schools thereby delaying
progress toward achievement (Tschannen-Moran & Gareis, 2015b).
Although there is evidence of the impact culture has in driving student achievement, the
problem to be addressed in this study was how K-12 principals foster relational trust with
teachers in an urban Title I public charter school district in Texas. With limited research that
speaks to how principals form trusted relationships with teachers, this qualitative descriptive
study explored how principals foster a positive culture by developing trust with teachers. When
principals foster trust with teachers, student outcomes are positively impacted (Lambersky,
2016).
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Purpose of the Study
The purpose of this qualitative descriptive study was to understand how K-12 principals
foster relational trust with teachers in an urban Title I public charter school district in Texas.
With an emphasis on the theoretical framework of systems thinking and leader-member
exchange, I explored how administrators foster trust with teachers that leads to a positive school
culture in an accountability-driven charter school district (Bryk & Schneider, 2003; Leis et al.,
2017).
Research Questions
This qualitative descriptive study was organized around one central research question:
How do principals foster relational trust with their teachers that lead to a positive school culture?
This study will explore two sub-questions:
RQ1: What strategies do Texas urban charter school administrators use to establish a
culture of trust with teachers?
RQ2: What are the perceptions of Texas urban charter school administrators as to how
accountability influences the development of trust with teachers?
Definition of Key Terms
The definitions provided will assist in understanding key terms used in this research.
Assistant principal. An assistant principal is a school leader who partners with the
principal to prepare and execute strong academic programs (Baker et al., 2018). In this study, the
principal includes individuals with the title assistant principal and principal in residence.
At risk. At risk relates to the percentage of students who may potentially drop out of
school due to not meeting grade level assessments (Texas Education Agency, 2019).
Benevolence. Benevolence is a facet of trust that demonstrates genuine care for others.
Benevolence is rooted in the willingness to support and express interest through thoughtful-care
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for the well-being of others (Tschannen-Moran & Gareis, 2015b).
Economically disadvantaged. Economically disadvantaged relates to the percentage of
students eligible for public assistance or reduced lunch (Texas Education Agency, 2019).
English language learner. English language learner relates to the percentage of students
required to receive academic accommodations to acquire the English language because they
speak a language other than English at home and school (Texas Education Agency, 2019).
Honesty. Honesty is a facet of trust that is anchored in the ways in which one’s actions
and words demonstrates integrity, authenticity, character, and accountability for their actions.
Honesty is rooted in the interactions that display a moral aptitude to act, do, and live up to what
is right (Tschannen-Moran & Gareis, 2015b).
Openness. Openness is the willingness to share power through open communication. By
providing anticipated and accurate information with professional discretion to teachers, leaders
permit the opportunity to foster trustworthiness and cultivate greater openness with followers.
(Tschannen-Moran & Gareis, 2015b).
Operating mechanisms. Operating mechanisms are the organizational processes used to
embed, maintain, and sustain organizational programming and systems (Schein & Schein, 2017).
Principal. A principal is a school leader who is responsible for making sound judgments
that will produce high-performing academic programs (Baker et al., 2018).
Principal in residence. A school administrator who partners with the principal to prepare
and execute strong academic programs. The principal in residence leads similar responsibilities
to an assistant principal (Baker et al., 2018). Participants who earned the title of principals in
residence demonstrated readiness to become a school principal.
Relational trust. Relational trust is the mutually maintained understanding of the roles
and obligations between two or more people. Relational trust is fostered through the social

8
exchanges that occur between parties that are dependent on others to achieve outcomes and feel
empowered to do their work (Bryk & Schneider, 2003).
Reliability. Reliability is the ability to depend and count on another person to do what is
expected regularly (Tschannen-Moran & Gareis, 2015b).
Title I. Title I is a federal entitlement program to ensure students in high poverty areas
receive educational resources to meet state academic standards (Texas Education Agency, 2019;
U.S. Department of Education, 2007).
Summary
This qualitative descriptive study explored how principals foster relational trust with
teachers that leads to a positive school culture influences student outcomes. This chapter
established how legislative policy has put pressure on principals to increase district and school
accountability ratings. Principals develop relational trust with teachers through each microexchange. When positive relationships with teachers are not established, grave impacts on
teaching and learning may result. Chapter 2 will provide a comprehensive review of literature on
accountability, systems thinking, embedding culture in schools, and the impact relational trust
can have on influencing work dynamics between principals and teachers.
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Chapter 2: Literature Review
This qualitative descriptive study examined the factors that influence trust between
principals and teachers under accountability sanctioned urban public charter schools. Chapter 2
used the framework of systems thinking and design to describe the view leaders should consider
when thinking through organizational systems. The theoretical framework of leader-member
exchange will be used to explain how interactions between two or more people form connections
and bonds within an organization. This literature review provides context around three themes:
accountability, school culture, and trust. First, accountability will be defined and its relationship
to the stimulation of principal pressure discussed. Second, school culture is defined and the
intricate layers that form school culture is introduced. Lastly, trust is defined and the factors that
contribute to trust building are explained.
Literature Search Methods
To develop the literature review, the following terms were searched using Abilene
Christian University’s online library: accountability, public charter school, principal pressure,
trust, relational trust, school culture, leader-member exchange theory, systems thinking, and
systems design.
Theoretical Framework Discussion
In this study, systems thinking and design were used to help frame how principals
structure interactive system-wide processes aimed to produce functioning schools. In addition,
leader-member exchange theory was used to help frame how leaders develop interpersonal
connections that foster trust with teachers in school environments through micro-exchanges
(Bryk & Schneider, 2003; Cropanzano et al., 2017; Dulebohn et al., 2012; Leis et al., 2017;
Sherman et al., 2012; Van Breukelen et al., 2006; Wayne et al., 1997). For over a century,
researchers studied and examined leadership styles and behaviors to determine their impact on
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organizational structures (Cameron & Spreitzer, 2013; Northouse, 2016). Over time, researchers
developed an interest in understanding the organizational behaviors that stimulate positive
outcomes, such as improved work performance, advanced development, and enhanced collective
efficacy (Cameron & Spreitzer, 2013; Northouse, 2016). In the same vein, this proposed study
explored how K-12 principals foster relational trust with teachers in an urban Title I charter
school district in Texas to stimulate positive outcomes for students.
Systems Thinking
Systems thinking is a complex method used to consider how the individual parts of a
system interact to make a whole (Manuele, 2019; Senge, 2006). The human body, for example,
includes multiple systems (e.g., circulatory, immune, digestive, muscular, and nervous) that
when working together allow for the body to function together fully. The same is true in schools;
schools include multiple systems that interact to function in their full capacity. Senge (2006)
suggested incorporating five disciplines of learning to enhance managing success and enabling
employees to go the extra mile. The five disciplines are shared vision, mental models, team
learning, personal mastery, and systems thinking (Senge, 2006). Building shared vision
incorporates leaders and employees collectively developing the vision for the team (Senge,
2006). Mental models allow leaders and managers to understand the way others think and act.
Understanding how others think permits each member to clarify or define ideals that may not
match the values within the organization. Team learning is how teams begin to think together.
Personal mastery is the awareness individuals have of who they are and their impact on others.
Systems thinking relates to the inter-relationships that lie within complex situations.
The systems thinking approach can be beneficial to principals because it allows them to
freely examine, learn, and adapt how they see parts of the school in relation to the whole. In this
way, principals have the freedom to target a particular system that may or may not function at its
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full capacity to examine, as Manuele (2019) described, the root cause or see new opportunity.
Furthermore, Siriram (2020) suggested viewing organizations from a systems thinking mindset
provides the landscape for leaders to see the interconnectedness between the parts and examine
the goods and services provided by the organization.
Systems Thinking Challenges. Conversely, as organizations work to function at full
capacity, it is also possible for the less-connected parts to “operate in silos where the exchange of
goods and services is restricted” (Siriram, 2020, p. 236). Organizations that work alone
experience barriers that create a delay in functionality or produce a risk for competitiveness.
When this happens, organizations tend to become less competitive, and more pressure is placed
on them to gain competitive advantage. Therefore, it is vital for system thinkers to recognize
systems from a holistic, multiple perspective view to determine how individual structures within
the system impact other systems (Weiner et al., 2020).
Systems Thinking Solutions. The relationship between systems thinking and systems
design (Weiner et al., 2020) can be missed in looking at organizational systems. Whereas Senge
(2006) described systems thinking as the method for examining how systems interact
collectively, he did not discuss the involvement practitioners have in designing the system.
Weiner et al. (2020) proposed a framework that can be used in an education setting that paired
systems thinking with design theory to assist in solving complex problems that filter down to the
practitioner, at different levels, and does not stop at the evaluation of the system. From this
approach, as designers, educational practitioners are able to “understand the distinctions,
commonalities, and connections” across systems to conduct their work and to know how their
design affects, impacts, and interacts with another designer’s work. Further, systems design
allows for the coordination and alignment of multiple perspectives from different designers and
designs that can be found in schools.
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The framework of five spaces for design in education was created to allow practitioners
in education opportunities to develop complex systems that coexist with other systems (Weiner
et al., 2020). The five spaces for design include artifacts, processes, experiences, systems, and
culture. Werner (2017) defined artifacts as the objects that can be perceived through the senses
and processes as the procedures used to achieve a goal. They described experiences as moments
in time associated with sight, sounds, feelings, and thoughts. Systems are specified related and
interrelated elements. Culture is described as the pattern of shared assumptions allowing groups
to perceive, interpret, communicate, and transmit meaning and values.
The five spaces of design intricately build upon each other starting with the artifact which
connects to the process, the experiences, the systems, and the culture. The five spaces co-exist
and overlap between all organizational systems. Weiner et al. (2020) noted that as designers,
practitioners exhibit a mindset and attitude that is open, empathetic, creative, optimistic, and with
a willingness to learn from failure. System designers know these attitudes are beneficial to shape
how designers develop plans in relation to current systems. Designing systems uses a point and
view model where the point is the subject or viewer of the experience while the view is what is
being looked at (Weiner et al., 2020). Using this structure encourages educational designers to
see their work in relation to other systems within the school. For example, designing lesson plans
for students requires skills that are similar yet different from designing adult professional
development. With the right mindset and attitude, it is important that practitioners understand the
connectedness, influence, and constraint their system design can have in relation to other
systems. To become effective in systems thinking and design, practitioners work with elements
and tools that develop their knowledge, practices, and judgements (Weiner et al., 2020). Using
the five spaces for design in education allows practitioners to learn how to co-exist and adapt
systems in a school setting.
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Leader Member Exchange
As recently as the 1970s, researchers sparked interest in understanding the interpersonal
dyadic relationship that exists between leaders and their employees (Dulebohn et al., 2012;
Sherman et al., 2012; Van Breukelen et al., 2006). Unlike theories that focus on leadership styles
and traits, leader-member exchange takes into consideration the interactions between leaders and
each of their employees (Northouse, 2016; Sherman et al., 2012). The relationships between
leaders and employees are formed over time through each micro-interaction that fosters an
exchange that can be classified as positive or negative.
Leader member exchange is drawn from the social exchange theory that focuses on the
sequential micro-interactions or transactions that exist between two or more parties. Leader
member exchange suggests that within every interaction a party member values what is offered
by the other party and finds the exchange equitably fair (Cropanzano et al., 2017; Wayne et al.,
1997). Through each exchange, a relationship is fostered that influences the quality of future
exchanges and enhances the dyadic partnership. Between the two parties, positive exchanges
increase the dyadic relationship and produce high-quality social exchanges (Cropanzano et al.,
2017). In this vein, tighter relationships may develop due to the positive exchanges provided
between the two groups. On the contrary, negative exchanges increase the likelihood for
disruption in relationship development and commitment to the work.
Developing Relationships
From an organizational perspective, leaders and followers interact through social
environments that foster positive or negative exchanges (Cropanzano et al., 2017). At each
exchange, leaders determine whether their interactions with their follower adds or removes value
from their work environment based on how each party treats the other (Martin et al., 2016;
Northouse, 2016). From each micro-interaction, leaders and employees shift into one of two
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groups: the in-group or out-group (Northouse, 2016).
In-group characteristics include behaviors where there is alignment in values and
personalities between the leader and follower (Martin et al., 2016; Northouse, 2016). The
behavior alignment increases the follower’s motivation to perform at a higher level and commit
to work closer with the leader (Martin et al., 2016; Northouse, 2016). This connection between
the dyad stimulates a willingness to do more for the other member (Northouse, 2016). In-group
followers work well with their leader and contribute time and investment to expand their roles
and responsibilities. Each micro-interaction fosters a bond and knitted relationship between the
leader and follower that enhances the quality of the relationship between the two parties (Martin
et al., 2016; Northouse, 2016). In turn, followers receive more influence, responsibility, mutual
respect, loyalty, and information from their leader (Martin et al., 2016; Northouse, 2016). It is
through this positive interaction, that the follower goes above and beyond their traditional
responsibilities, the leader’s support of the follower increases, and the leader begins to do extra
things for the follower. Fostered through the dyadic relationship are reciprocated positive
benefits that intensify the quality relationship between the leader and follower.
On the other hand, the negotiations made between the leader and follower do not produce
the same benefits when in the out-group. Out-group followers complete their basic
responsibilities and do not extend work beyond their traditional day-to-day duties (Martin et al.,
2016; Northouse, 2016). Less compatible in the dyadic relationship with their leader, out-group
members do not reap the benefits of high-quality exchanges and may experience feelings of
unfairness when working with others who have higher-quality leader exchanges. Out-group
members are less likely to feel empowered to do more or go above the expected duties for their
role (Martin et al., 2016; Northouse, 2016). The absence of a strong relationship between the
leader and the follower could potentially endanger the partnership required to produce positive
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outcomes between the leader and their follower.
Fostering Relationships Between Leaders and Employees
Understanding the dynamics of the leader-model exchange theory helps to shape how
leaders foster relationships with their employees. Peterson and Aikens (2017) argued that
positive leader member exchanges can result in positive and significant work performances.
Although leaders and employees reciprocally determine the relationship developed between each
other during each micro-interaction, the inclusion of positive leader member exchanges could
advance, or the absence of positive leader member exchanges could hinder the development of
trust and organizational outcomes. Therefore, it is vital to study, not only the outcomes processed
through the leader member relationship, but the processes that encourage positive organizational
effectiveness (Dulebohn et al., 2012; Martin et al., 2016; Northouse, 2016). This study examined
how leaders develop interpersonal connections that foster trust with teachers in schools.
Literature Review
The literature review examined current research that addressed the pressure principals
experience and the development of relational trust with teachers. Principal pressure is rooted in
external and internal factors used to hold principals accountable for the decisions made to
improve student achievement. For principals, accountability fails to recognize the contributing
factors that shape the narrative of their school community. Rather, accountability creates a
uniform approach to examine all schools and removes the intricate demographic details that
make each school unique. Because of the pressures that come along with accepting the
principalship, as well as the limited time to show progress, school leaders prioritize improving
academic progress toward goals instead of investing in the development of trusted relationships
with their teachers. Building trust within teams is vital to the production of organizational
efficacy, increased work performance, and advanced development (Cameron & Spreitzer, 2013).
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Principal Pressure and the Implications Behind Accountability Measures
From an accountability standpoint, to ensure all students receive access to a high-quality
education, the United States government created laws governing the equitable standards of
educational policies offered within local school districts (U.S. Department of Education, 2019a).
Birthed through the outcome accountability system, districts and school leaders are evaluated
based on the results of their state assessments. Initially, the state and district accountability
standards were created to monitor and motivate the closure of student achievement gaps.
Principals worked with teachers to ensure student academic improvements. The outcome
accountability standards created externally by the government and monitored internally by the
state streamlined a pressurized environment for principals. The accountability system considered
what principals must produce by the end of the year, however, failed to consider the factors
outside of the principal’s control that pose challenges for them (West et al., 2010).
As states monitor assessment data, districts must design initiatives that promote student
achievement or be faced with the possibility of succumbing to the state assuming control of local
decisions. The inclusion of the high-stakes accountability system, increased pressures for
principals to produce positive outcomes or risk losing decision-making control (West et al.,
2010). While it may appear advantageous for the state to take control of local decisions to
increase student achievement, the removal of the principal could negatively alter the students,
teachers, and community members morale (Drago-Severson et al., 2018). Under accountability,
school leaders, especially new principals, must consider the best process to capture
accountability outcomes while balancing the demands presented within their school.
External Factors Influencing Principal Pressure
External Accountabilities. External accountability from policymakers influences how
principals lead their schools. Yi and Kim (2019) described external accountability as systems
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that embody three elements: “state-wide tests, public reporting of school performance, and
rewards or sanctions for teachers and school principals based on the school’s results” (p. 9). Yi
and Kim stated that the implementation of the three elements simultaneously cultivates a highstakes external accountability culture, an environment that relies on the production of results.
The high-stakes culture adopted by many states presents concerns to principals and teachers due
to the negative ramifications that may be extended when achievements are not met. As Yi and
Kim suggested, principals in high-stakes external accountability environments must create a
response that merges external and internal accountabilities. Internal demands included the factors
principals controlled that supported student achievement - school vision, goals, purpose, policies,
and practices. Principals who internalized and merged external and internal demands
demonstrated a positive instructional leadership pathway in their schools.
Yi and Kim (2019) suggested that in Danish schools, principals who integrated external
and internal accountabilities were more likely to be successful in attaining student outcomes.
While this approach is advantageous for schools to meet student outcomes, this process comes
with a cost. Researchers found that school leaders who embedded external and internal
accountabilities experienced a decline in teacher motivation as teachers felt burned out and less
capable of doing their job well (West et al., 2010; Yi & Kim, 2019).
The stimulation of the pressures, demands, and expectations to meet external
accountability measures trickled down from the state to the district, district to the principal, and
principal to teachers. The pressure to meet the demands formed through the external
accountability structure can fester and negatively impact culture; therefore, it is imperative that
principals foster a culture of trust with teachers to circumvent the tension and stress caused by
external accountability.
Outcome vs Process Accountability to Measure Progress. The United States
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government created an accountability system focused on outcomes, the practice of holding one
responsible for their decisions rather than evaluating the process for their decisions (De Langhe
et al., 2011; Lerner & Tetlock, 1999). In their research, Lerner and Tetlock pointed to the
premise that outcome accountability systems focus on the bottom line – the outcome – rather
than the process taken to capture the outcome. In economic environments, outcome
accountability is understood as the profit produced at the end of a completed task (De Langhe et
al., 2011). De Langhe et al. described outcome accountability in real estate as the profit produced
as a result of selling homes. In school environments, accountability is viewed as the outcomes
produced based on students’ scores or the growth thereof on standardized assessments. When
schools meet or exceed the accountability rating set by the state, pride is enhanced within the
school, community, and district.
Unlike outcome accountability, process accountability considers the methods used to
make decisions (De Langhe et al., 2011). Process accountability enables agents to improve how
they develop and track strategies that produce effective benefits. De Langhe et al. argued that
process accountability enables decision-makers to consider the process for making decisions
rather than the outcome of their decision. In a real estate environment, process accountability
would consider how the agent came up with the process to capture their profits (i.e., process
accountability) as opposed to the production of the profits (i.e., outcome accountability).
Different from the outcome accountability model, where the focus is on the outcome produced,
process accountability rewards the process taken by the decision-maker.
A number of researchers suggested that outcome accountability has detrimental effects on
leaders’ decision-making due to stress that could potentially simplify the decision-making
process to the bare necessities to execute work (De Langhe et al., 2011; Lerner & Tetlock, 1999).
In school environments, principals driven by outcome accountability models could potentially
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spend most of their time defending past decisions rather than evaluating alternative methods (the
process). As an assessment-based, outcome driven accountability system, Lerner and Tetlock
argued that within an outcome accountability structure, leaders experience less improvements in
their judgments than process accountable leaders. Potentially, this could be the case because
leaders in an outcome accountable system are less likely to discuss the reason behind their
choices and may be unmotivated to evaluate their plans frequently to estimate progress. Within
the context of an outcome accountability structure, participants and evaluators’ intended focus is
directed towards the result, not the process participants used to move towards the end or the
outcome. Outcome accountability methods could cause increased pressure for leaders to assume
they are on track to capture their goals as less feedback, and therefore, less improvements on
their decisions are provided along the way. Rather than monitor systems progressively
throughout the cycle, the feedback is provided and captured at the end (Lerner & Tetlock, 1999).
On the other hand, process accountability methods allow for leaders to receive intermittent
feedback to adjust their practice to ensure the pathway towards goal is intact.
West et al. (2010) suggested that through the outcome accountability model that focuses
on students’ scores, principal leadership has shifted to a climate of fear. Principals fear the
unsuccessful production of student outcomes. The climate of fear stems from, as Liljenberg and
Andersson (2020) affirmed, the increasing demands placed on principals due to diverse
responsibilities, limited time, and fragmented workdays. Liljenberg and Andersson also noted
that new principals experience loneliness as many transition into their leadership role after
teaching. This disparity in the principal role creates discomfort and affects job satisfaction for
principals. Furthermore, West et al. (2010) attested to the steady increase in principal turnover
due to the extensive pressures placed on principals. Principals, therefore, must consider
organizational methods that will assist in producing student achievement despite the outcome
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accountability structure that weighs heavy on their shoulders.
Principal Public Responsibility. Principals are publicly held responsible for all
decisions related to accountability measures met or unmet at their school (Kuehl, 2012; West et
al., 2010). West et al. claimed urban principals experience intensified pressures due to the
absence of control, numbers-focused orientation of standardized testing, and limited time for
personal and professional duties. These three factors not only intensify pressures placed on
principals’ shoulders, but they also increase stressors that may inhibit the psychological safety
and health of school leaders (West et al., 2010).
Historically, education reform has become a hot topic at each political debate as
candidates communicate how they will support the success of students in schools (Sargrad et al.,
2018). Education reform looks to consider the approaches and actions to close learning gaps and
increase long-lasting achievement for college and career readiness (Education Reform, n.d.). The
notion that districts and leaders must promote academic actions connected to accountability
measures has been a feature of education reform for years and will continue to be until student
achievement soars (Hutchings, 2017).
At the forefront of the political debate is the attention given to hold schools accountable
to produce academic promise and invest resources to tackle local challenges. What can be missed
when considering policies around accountability is who is held accountable for measures met or
unmet at the school-level. Kuehl (2012) described accountability through NCLB as a policy that
impacts students in schools. Kuehl stated that when accountability is unmet federal agencies
reduce or eliminate funding as the punitive measure at schools failing to achieve yearly progress.
Not only are resources limited when schools fail to meet yearly progress; West et al. (2010)
found that principals of low-performing schools were held accountable for test scores that could
potentially result in loss of employment. Kuehl (2012) noted that education reform stimulates
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principal pressure as a cultural shift away from a focus on equality-for-all students to a focus on
seeing students as “competitors in an economy.”
In sum, accountability takes into consideration the willingness of leaders to accept
responsibility for the outcomes produced under their leadership (Yi & Kim, 2019). When leaders
accept full responsibility, they accept rewards for positive outcomes and penalties for failed
attempts to meet standards. Accountability implies that when unsatisfactory actions are taken
that negative consequences will be applied (Lerner & Tetlock, 1999; Liljenberg & Andersson,
2020). The broad spectrum between producing positive and negative outcomes increases
principals’ angst when the reality is they are publicly held responsible for a school’s success or
failure (Lerner & Tetlock, 1999; West et al., 2010). Knowing that public ridicule or loss of
employment could potentially follow, a failed accountability rating influences how principals
spend their time and where they focus their attention in schools. Considering the intensified
environment principals may experience as they learn how accountability can contribute to the
pressure experienced within the school, it is imperative for principals to consider how defining
school culture could assist in the production of student outcomes. Despite the external factors
controlled by the state and district, principals must construct internal mechanisms that will foster
trusted relationships with teachers and influence positive culture.
Internal Factors Influencing Principal Pressure
Principals Must Build a Strong Culture in Schools. Building a strong culture starts
with leaders clearly defining and making decisions around what is expected to be seen within the
organization. A key feature of an organization’s culture involves an awareness around groups;
culture is not an isolated nor individual characteristic (Groysberg et al., 2018). It is the shared
behaviors, shared attitudes, and shared attributes that contribute to how experiences are lived
within an organization. Aspects of the culture may be seen or unseen, spoken or unspoken, and
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simple or complex. The cultural intricacies of an organization may seem challenging to grasp for
members who fail to self-identify with the distinctive qualities that form the shared social
engagement for the team (Yohn, 2015). Team members, therefore, must interpret their
experiences through the shared attributes, behaviors, and attitudes of their team to determine
whether their values align with that of their team. This experience may be described as healthy or
unhealthy and yield successful or unsuccessful outcomes contingent upon what leaders value and
nurture. When school culture is strong, teams willingly share duties and responsibilities.
Despite the existing cultural experience shared by team members, leaders can influence
cultural changes by stimulating conscious decisions that spark value and an awareness of new
cultural dynamics (Groysberg et al., 2018). Leaders can demand learning that fosters new
practices focused on behaviors that will achieve purpose and stronger outcomes; this process will
form new habits, new behaviors, and new attitudes guided toward positive outcomes (Schein &
Schein, 2017). Principals must strategically consider the methods to share responsibilities with
their employees that will foster a culture of trust within the social interactions of the group. This
dynamic, while appearing simple, requires intentional analysis of the structures and roles each
person will play to contribute to the greater good to enable the production of student outcomes.
Principals Must Start with a Strategic Plan and Clear Vision. Groysberg et al. (2018)
asserted that to establish an organizational culture that is viable and effective, leaders must start
with a strategic plan and cultural behaviors that align with a clear vision that focuses attention on
collective action and decision-making. Groysberg et al. (2018) encouraged leaders to start with
the development of their culture. To begin, leaders must understand that culture is woven within
the work completed each day. Culture is an elusive construct that can have multiple definitions
and interpretations by each participant; therefore, Groysberg et al. suggested developing a
strategic plan by defining excellence from the perspective of the school’s culture.
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Organizations have an accumulated shared learning that shapes the paradigm for social
engagement with others. Groysberg et al. (2018) and Schein and Schein (2017) noted that within
the paradigm for social engagement are behaviors and attitudes that attribute to how teams
function to achieve, adapt, and integrate ideas to solve the organizations problems. In addition,
these paradigms, when proven successful, are replicated and taught to new members as the
correct way to think, feel, behave, and solve problems (Schein & Schein, 2017). Norms are
established to define what is valued, accepted, and encouraged within the organization
(Groysberg et al., 2018). Over time, shared purpose is unleashed which can foster an
organization’s capacity to thrive.
Although schools include multiple personnel that may influence the culture of the school
(Karapinar, 2015; Turan & Bektas, 2013), it is the principal who shapes the school culture by
communicating what is most important (Schein & Schein, 2017). Effective principals
systemically communicate a vision that highlights what is most important by noticing,
commenting, and paying attention to what is measured, controlled, and rewarded (Schein &
Schein, 2017). Because culture is a shared learning of the intricate views and contributed ideals
of each member of the organization, complexities exist when members of the community come
in with their own ideals of what the culture should be based on their prior experiences and
differing personalities. Yet, it is the principals’ consistent communication of what they notice,
comment, and pay attention to that will uncover the set behaviors that drive the culture for the
school (Schein & Schein, 2017; Turan & Bektas, 2013).
Principals Must Foster Positive Relationships With Teachers. Given schools are
social environments, the principal influences the work environment by the way they pay
attention to, measure, and control different primary and secondary mechanisms within schools
(Schein & Schein, 2017). Schein and Schein proposed leaders embed their values, beliefs, and
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assumptions into mechanisms that will show people how to think, feel and behave. Oftentimes,
the learning of what is valued is strengthened through positive connections and relationships
fostered between groups of people. Relationships are developed through micro-interactions that
foster aligned values (Turan & Bektas, 2013). It is important to note that relationships between
colleagues and school leadership matters; engaging in healthy discourse and interactions in
schools is necessary to form trusted relationships over time (Finnigan & Daly, 2017).
The culture of a school, due to the frequent micro-exchanges that occur between principal
to teacher, teacher to teacher, and teacher to student, can represent a microcosm of positive or
negative exchanges. Positive exchanges produce an environment where honesty, support, and
connection exist (Karapinar, 2015). Positive exchanges increase the likelihood for mutual respect
and trust to develop. Each micro-exchange that occurs can foster intricate views and contributed
ideals of each member of the organization (Turan & Bektas, 2013). People bring differing ideals,
values, and beliefs into the school that shape how others perceive and view them. Social
interactions in schools permit teachers to understand when and where risks can be taken
(Finnigan & Daly, 2017). Trusted relationships are formed through social interactions that permit
teachers to understand when and where risks can be taken. When interactions are positive, trust
increases. High-trust relationships allow for openness and collaboration when sensitive,
struggling situations, or difficult conversations are necessary to hold; high trust allows
participants to engage openly, actively, and honestly in resolving the complex situation that may
exist (Cameron & Spreitzer, 2013; Finnigan & Daly, 2017). People thrive in high-trust
environments (Tschannen-Moran & Gareis, 2015b); however, principals must be willing to set
the atmosphere for this experience to be offered to teachers. Principals equipped with the will
and skill to inspire trusted relationships can form school cultures for students to thrive and retain
their teachers. Principals, therefore, must consider how to form high-trust relationships with their
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teachers despite the difficulties that may surround their school community.
Culture
Defining the Elements of School Culture. When defining culture, leaders should
consider the elements that will create the positive culture aimed to be achieved. Reno et al.
(2017) claimed that “culture is a complex and important concept in education” (p. 426). There
are multiple factors that contribute to sustaining an environment in which beneficiaries believe it
is worth staying. School environments include norms, values, stories, ceremonies, and rituals that
shape how culture is perceived (Reno et al., 2017). To achieve organizational success, leaders
must work on both culture and strategy to achieve the intended outcomes for the organization. In
schools, one intended outcome is student achievement, yet, to achieve this goal you must start
with closely examining school culture.
Culture as Shared Learning. Schein and Schein (2017) created a formal definition that
was used in this research to define culture. Culture is the shared learning of a group as it solves
its problems and replicates learning as the correct way to think, feel, behave, and act in ways to
solve other problems; this method of learning is shared with new members in the organization.
Although each definition of culture has bearing on how leaders strategically structure their
school-wide systems, it is imperative that leaders consider how their culture will influence the
work participants experience to guide the intended outcome desired. Therefore, to ensure that
schools can sustain a strong school culture, principals must norm on the cultural practices that
will live in the frame of the school.
Culture as Embedded Primary & Secondary Mechanisms. Within the frame of Schein
and Schein’s (2017) definition, newcomers to the organization are taught the way to think, feel,
communicate, and tell the story of how the organization became the way it is to solve problems.
Leaders articulate their values and reinforce their assumptions through embedded mechanisms
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(Groysberg et al., 2018). Researchers described primary mechanisms as the details leaders pay
attention to, how they react to incidents and crises, deliberately model and teach or coach, and
allocate rewards or recruit, promote, and communicate (Groysberg et al., 2018; Schein & Schein,
2017; Schneider et al., 2013). Secondary mechanisms may include how leaders organize and
design systems and procedures, rituals within the organization, design physical space within the
building, share important events, and communicate formal statements (Schein & Schein, 2017;
Schneider et al., 2013). The primary and secondary mechanisms shape newcomer’s experience
of the culture defined within an organization (Schein & Schein, 2017).
Culture as Positive or Negative Exchanges. From an organizational perspective, leaders
and employees interact through social environments that foster positive or negative exchanges
(Cropanzano et al., 2017). At each exchange, leaders determine whether their interactions with
their followers adds or removes value from their work environment based on how each party
treats the other (Martin et al., 2016). Culture is contingent upon participants’ interactions and can
be supported by the physical layout of the school (Schein & Schein, 2017). For example, leaders
can consider how the design of the school building permits engagement between participants that
may assist with setting boundaries for school safety or permits fellowship that enhances staff
happiness (Schein & Schein, 2017; Schneider et al., 2013). Quinn (2015) described organizations
with positive cultures as ones where people flourish as they work in producing outcomes that
exceed expectations. People who flourish in what they do grow and thrive. People who exceed
expectations do more than what is expected of them (Quinn, 2015).
The Challenges With Building Systems for Change. Due to the intensified pressures
placed on principals, it may seem advantageous to seek quick methods to increase building
trusted relationships with teachers to assist in closing achievement gaps. However, quick fixes
can worsen the problem and stunt the results expected (Stroh, 2015). To combat quick fixes that
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produce ineffective results, school leaders must strategically consider methods that inspire
employees to take risk without punishment or retaliation. Leaders who invest in their employees
increase the capacity for their employees to do their job better and produce long-lasting
transformational change (Stroh, 2015; Werner, 2017).
Culture can shift an organization toward or away from producing positive results. To
move an organization towards capturing positive results, despite the increasing demands placed
on principals’ shoulders, principals must foster a culture that assumes the best in others, shares
power, increases inclusivity, and permits employees to share ideas without retaliation or fear
(Edmondson, 2019; Page et al., 2019). By cultivating risk-taking with practitioners, leaders
increase employees’ well-being which directly affects goal attainment (Rath & Harter, 2010). To
maintain a positive culture, leaders must model and inspire work environments that are
psychologically safe. In psychologically safe work environments, employees are willing to
support the mission and vision of the organization and take risks (Edmondson, 2019).
Challenges With an Unhealthy Work Environment. When culture is facilitated
effectively, leaders remove the negative conditions that are stimulated while working in an
unhealthy work environment. According to Pfeffer (2018), unhealthy work environments may be
responsible for 120,000 excess deaths per year; millions dying from overworking and stress
directly connected to mortality. Stress alone increases voluntary turnover by 50% and costs
employers 20% of an employee’s salary to replace just one employee (Seppala & Cameron,
2015; Seppala & King, 2017). While alarming, negative culture can have grave effects on health
as 54% of disengaged employees are likely to underperform and are retention risks for
organizations (Goffee & Jones, 2013; Seppala & Cameron, 2015). Retention risks may not
concern many; however, disengaged employees have 37% higher absenteeism, 49% more
accidents, and 60% more errors and defects (Seppala & Cameron, 2015). Further, even with
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workplace benefits, employees preferred feeling valued, secure, supported, and respected in their
work rather than in negative work environments (Seppala & Cameron, 2015).
Challenges With Authoritative Leadership. Structuring schools with an authoritative –
hierarchical, top-down system where one individual controls all aspects of an organization may
seem advantageous; however, there are elements that must be considered in selecting this method
for leading schools (Bolden, 2011; DeMarco & Gutmore, 2021). Traditional schools are built
upon the premise of having one leader in charge who owns the responsibilities of the school.
Although many schools are structured with the principal in charge to direct communication
between district and school staff as well as accomplish the organizations goals, many schools
reconsidered how to strategically capture the investment, partnership, and shared responsibilities
between leaders and teachers (DeMarco & Gutmore, 2021; Sun et al., 2017).
Principals, however, must be aware of the practices that will foster a positive school
culture and positive student outcomes. Unfortunately, some principals are ill-equipped to address
the complexities in their school due to the extent of their experience and the exhaustive demands
placed upon them (Drago-Severson et al., 2018). Principals become overwhelmed and the
increased levels of stress may force them to deprioritize tasks that will create value and trust
between their teams. Principals enter the profession with the intent to increase student learning
outcomes; however, schools that solely facilitate a traditional authoritative, top-down leadership
structure requiring reform may be without a leader equipped to distribute shared practices to
produce school efficacy.
Challenges With Distributed Leadership. The traditional, unilateral structure of the
principal on top delegating duties to their team can create an unequal balance of responsibilities
and increase frustration between team members. Therefore, by focusing on the traditional school
structure, some principals may overlook the shared support created through a distributed
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community. Distributed leadership practices enable principals to create a culture of support that
deeply restructures responsibilities toward experts on their team. Distributed leadership allows
for a collective group to work towards a specific goal based upon the relationships created within
and through the organization (Bolden, 2011). Research supports that schools that own a
distributed leadership model experience positive student achievement (García-Torres, 2019;
Wieczorek & Lear, 2018). Further, despite the principal’s willingness to address the challenges
presented in their school, the demands, stress, and overwhelming responsibilities can hinder their
progress if not strategically distributed to their teams (Drago-Severson et al., 2018).
Distributed leadership allows principals to use a dynamic process for involving
stakeholders in the production of student achievement outcomes. The principal facilitates
opportunities for their employees to share ownership and take part in leading projects that impact
school achievement (García-Torres, 2019). Additionally, researchers suggest that distributed
leadership fosters networks and interactions between teams, leadership openness, and varied
levels of expertise (Bolden, 2011). Considering the impact distributed leadership can have on
team ownership and to balance the increased responsibilities placed upon principals, principals
must become multifaceted leaders equipped with the abilities to juggle and distribute
responsibilities to their employees capable of taking on more responsibilities.
With the pressure to transform school trends and demonstrate positive change, principals
may immediately move into changing systems before deeply analyzing the impact on their
school culture. Rather than instituting a needs assessment to determine a sensible plan, principals
may anchor roots in an area that may hinder their progress. While distributing leadership is the
social mechanism principals use to gain program productivity, morale is key to achieving goal
attainment. Principals must intently balance the dualism between distributing responsibilities to
employees capable of taking on more duties while capturing culture that inspires people to work
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at an optimum level. In addition, principals must recognize their employees’ readiness to accept
responsibilities and model cultural norms that will produce positive outcomes.
Distributed leadership permits networks to interact and experience varied levels of
expertise, yet principals must appreciate the relationship between distributed leadership and
performance outcomes (Bolden, 2011). School leaders must create meaningful experiences
where leadership is modeled as a collective community of practitioners working together to
capture their end goal. Leaders must consider the series of interacting relationships linked
between the principal, assistant principals, and teachers thereby stimulating community
partnership and shared ownership of school related projects (Klein et al., 2018). Rather, by
modeling cultural norms that inspire inclusivity while distributing responsibilities to ready and
willing employees, principals will inspire employees to align to the vision and mission of the
school. Employees who believe in the mission and vision will invest in the plan to attain goals.
Cultivating employees to work at optimum levels must be driven by the principals’ willingness
to address challenges present in schools while minimizing decisions made in haste that can
backfire creating unintended consequences (Drago-Severson et al., 2018; Stroh, 2015).
Principals as Influencers. A profound presence found in leaders who captivate the
room, as Northouse (2016) described, is the leader’s ability to influence individuals to achieve a
goal. Evermore present with access to social media are influencers, people with the ability to
affect others’ decisions, that communicate ideas within their circle of influence to gain the
adoption of new products (Rogers, 2003; Sokolova & Kefi, 2020). Through interpersonal and
trusted connections, influencers discuss commentary with their followers that increase their
adoption of new products. In fact, the same is true in schools. As school building influencers,
principals build trusted relationships with their teachers so they will adopt the school’s vision.
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While simple in theory, fostering trustworthy relationships in schools takes time yet is necessary
for principals to effectively lead schools (Tschannen-Moran & Gareis, 2015b).
Principals are expected to manage many duties simultaneously to sustain momentum
toward their goals. Principals are responsible for executing projects that produce success.
Principals new to the seat of leadership require understanding of their role in addition to driving
outcomes that will benefit their teachers and students (Liljenberg & Andersson, 2020). As new
leaders in their role, principals must ensure their actions quickly generate credibility with their
teachers to offset the demands placed on them to succeed. Yet to maximize school efficacy,
principals must implement strategic practices that will empower teacher leadership (Jingping et
al., 2017). An element that can often be missed during principals’ strategic planning is fostering
positive relationships with teachers because this aspect of development ties into relational soft
skills. With the onset of state accountability measures and external pressures to succeed,
principals must intently consider the practices that will foster trust to increase positive culture,
teacher efficacy, and ultimately student outcomes.
Often, urban schools mirror the realities and challenges presented within their local
community. Community challenges that may be present in schools may include poverty, low
education attainment, low-paying jobs, or single-parent households (Reed & Swaminathan,
2016). Schools may be looked upon as a source to fill in the gaps for what may be missing in
students’ lives. As the face of the school, principals are expected to develop innovative programs
that reflect the needs of their clientele, their students, while yielding achievement despite
obstacles that may limit progress.
Community needs combined with district and state standards create a hefty load of
responsibilities for principals. Principals cannot do the work on their own and must build
capacity with their teachers. To maximize supporting the whole student with the added pressure
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from district mandates and state accountability, principals must intently seek opportunities to
build trusted partnerships with their teachers to attain progressive student outcomes.
Pressure for New Principals
New principals face the daunting task of managing the vast duties required as a school
leader. As former teachers, new principals understand the gravity of what is at stake for students
who do not gain a high-quality education (Liljenberg & Andersson, 2020). This understanding
influences the desires new principals have to build systems that will increase achievement. The
demands placed on principals to care for all stakeholders can be a difficult and a new experience
for leaders who have not worked in the role of leading a school. The high-workload, desire to
connect with staff and students regularly, and administrative tasks could present unpredictable
imbalances that move leaders further away from experiencing fulfillment and job satisfaction.
Rather, new principals’ transition may create an environment of loneliness, stress, and
dissatisfaction. To drive outcomes, principals must consider the processes that will assist in their
development of positive student achievement.
Culture of Trust
Principals as Influential Leaders. Similarly to Northouse’ (2016) assertion that leaders
have the ability to influence individuals to achieve a goal, Tan (2018), Thornton et al. (2019),
and Urick (2020) claimed that principals are the most influential individuals in the school
building to positively and purposefully direct school reform and build trusted relationships
(Smith & Flores, 2014). Parents partner with principals who share vision that aligns with their
core values. Students admire their principal for creating experiences that make school enjoyable.
Teachers look to their principal to inspire instructional practices that will produce promising
results. Parents, students, and teachers depend on their principal to shape their perception of
success in school. This dependency on the principal to take action that will foster positive
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perceptions for each stakeholder weighs heavy on the principals' shoulders. The challenge that
appears with establishing perceptions for different people is that perspectives shift regularly
based on how others perceive the pressures of accountability that can drive anxiety and
impatience from leaders to teachers (Tschannen-Moran & Gareis, 2015b). A positive interaction
today mixed with dissent tomorrow could drastically shift how people view their entire
experience within an organization (Tschannen-Moran & Gareis, 2015b). Trust is formed over
time yet can be quickly broken. Dissension breeds negativity and could quickly advance harmful
mindsets. Further, over time, dissent could potentially create damaging impacts to the school by
crippling culture.
School Culture Matters. Positive culture promotes thriving work environments where
people are willing to take risks and commit to the shared vision of the organization (Stroh, 2015).
Negative culture, on the other hand, stifles productivity, creates unhealthy work environments,
stimulates self-protective stances, and minimizes vulnerability to take risk (Tschannen-Moran &
Gareis, 2015a, 2015b). What neutralizes negative culture is relational interconnection formed
through trust. Through micro-interactions, trusted teachers and school leaders form bonds that
demonstrate care and a commitment to maximize student achievement outcomes. People who
trust each other actively invest in social exchanges that foster benevolence, honesty, openness,
reliability, and competence (Tschannen-Moran & Gareis, 2015a). Through micro-interactions,
teachers who perceive their principal has the interpersonal skills and task-oriented behaviors to
engage in trust commit to partnerships with the principal to increase student performance (Tan,
2018; Thornton et al., 2019; Urick, 2020). While research has indicated that leadership is the
second leading factor, other than teaching, that predicts student achievement; teachers’
perceptions of their principals’ abilities to foster and maintain trust could greatly impact student
achievement and school efficacy (Tan, 2018); therefore, further exploration of how principals
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develop trust with teachers is necessary.
With the innumerable responsibilities and increasing accountability standards, it is
imperative for principals to consider mechanisms that foster trust between all stakeholders but
more importantly with teachers who are closely connected to students and student achievement.
Building trust with teachers will increase opportunities to maximize student achievement.
Moreover, teachers who perceive their principals have the interpersonal skills and task-oriented
behaviors to engage in trusted relationships will partner with their principal to increase student
performance (Thornton et al., 2019). As principal responsibilities increase and accountability
standards shift, it is imperative principals consider the practices that foster trust and its impact on
culture and goal attainment in high-need schools.
Building High Trust Relationships. Teachers sense the pressures placed on principals,
yet positive trusting dyadic relationships between the principal and teacher can fulfill how both
parties work together to meet student academic needs (Fox et al., 2015). As principals and
teachers engage in positive micro-exchanges in social environments, therein lies the foundation
for trust to be developed. To establish education reform that produces positive outcomes for
students, principals must motivate and influence their teams to trust them.
Trust is a complex, multi-dimensional structure that functions as the relationship between
participants exists (Northfield, 2014; Tschannen-Moran & Hoy, 1997). Smith and Flores (2014)
claimed that trust is a human interaction that is, oftentimes, misunderstood until the construct is
missing. Interestingly, trust, when present, is healthy within the relationship between the two
parties yet when not present could create grave challenges to organizational systems (Northfield,
2014). Trust is personal; it is rooted in previous experiences that share similar context as the
present construct. Trust is reciprocal in nature and is shared between two groups (Brower et al.,
2000). Extending trust opens the door for vulnerability especially for leaders who may be
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inclined to reserve their vulnerability in a high-stakes, accountability-driven environment.
Fostering relationships between leaders and employees is an advantageous benefit to an
organization. Brower et al. (2000) claimed that leader-member exchange and trust are two
features that encompass reciprocity, the act of both parties bringing value to the exchange of the
relationship. As the two parties interact, over time, a relationship is developed. TschannenMoran and Hoy (1997) described the perception of relationship development as an expectation
that people will relate to the same network over time. This expectation of interaction or social
exchange fosters the mindset between parties that relationship development is possible.
Trust is considered a result of multiple social exchanges between two parties (TschannenMoran & Hoy, 1997). In addition, trust has an emotive construct that is visceral in nature and
realized throughout the ongoing and reflective experiences of the participants (Northfield, 2014).
Through deep organizational analysis, people determine whether trust is established between the
relationships fostered with others. The analysis of the trust construct is a personal experience that
will help to determine whether trust is formed between the two groups.
Relational Trust. Relational trust can be characterized as the social exchanges that occur
between groups of people such as teacher to teacher, teacher to student, teacher to parent and
teacher to principal (Bryk & Schneider, 2003; Northfield, 2014). Under the relational construct,
each party member determines and maintains their obligation and upholds expectations for the
other party (Bryk & Schneider, 2003). Bryk and Schneider claimed that as party members
interact, constant analysis of others’ intentions is evaluated and questioned. Party members’
intentions are analyzed through individual’s values, discernments, and, as Bryk and Schneider
proposed, previous historical interactions.
Developing Relational Trust. Leaders can develop relational trust by tending to four
constructs: respect, personal regard, competence, and personal integrity (Bryk & Schneider,
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2003; Leis et al., 2017). Relational trust is an organizational construct because it is formed as a
school-specific resource, bearing school-specific consequences, and is necessary for schools to
develop reform (Leis et.al., 2017). Relational trust is necessary for the attainment of
organizational goals (Northfield, 2014). Dyadic relationships need to establish relational trust to
perform or carry out different tasks. There is a dependency between the two parties that is
necessary to withstand the trusted relationship. When teachers and principals trust each other,
professional learning that fosters educational change can occur (Edwards-Groves et al., 2016).
Each member of the dyadic relationship maintains role-specific expectations that enhance the
relationship and social exchanges between the two parties. Within the dynamics of the social
exchange are obligations upheld by each group member that form a social contract between each
party. The social contract influences how group members engage as groups are defined through
personal experiences of each member (Bryk & Schneider, 2003; Northfield, 2014).
Relational trust and collegial relationships are developed over time. Relational trust is
aligned to the social exchanges between two groups, whereas collegial relationships are a key
feature for building and sustaining efficacy within schools (Edwards-Groves et al., 2016).
Collegial relationships develop through respectful relationships as people meet one another in
social environments (Edwards-Groves et al., 2016). Collegial relationships are needed to
positively influence the culture within the school. As relationships between parties positively
increase, the dynamics that influence school reform occurs. Bryk and Schneider (2003) argued
that trust is instrumental in influencing school reform and should not be minimized to just a
simple resource found within schools. As described by Smith and Flores (2014), trust can be
misunderstood and therefore, limited in its power until the organization realizes that it is too late.
The essence of Smith and Flores argument was that if leaders fail to incorporate a strategic plan
as to how they will develop relational trust with their teachers, principals may experience painful
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moments throughout their school leadership. While it takes time to develop trust with others,
trust can quickly be tainted based on a moment’s experience; therefore, it is necessary to
understand the behaviors that contribute to healthy relationships with leaders.
Four Conditions of Relational Trust
Respect. Respect is one of the foundational conditions that is created in a positive,
trusted relationship (Bryk & Schneider, 2003). Respect recognizes the mutual dependency that
exists between two people (Leis et al., 2017). Respect is observed through the healthy and
promising social discourse that occurs between the two parties (Bryk & Schneider, 2003). Even
when disagreements exist, individuals feel valued and supported.
Interpersonal Regard. Interpersonal regard is showing care and helping to reduce
others’ ability to be vulnerable (Bryk & Schneider, 2003; Leis et al., 2017). Interpersonal regard
is observed through the mannerisms one needs to be open to others, demonstrate their personal
style, willingness to reach out to parents, teachers, and students to cultivate a caring community.
Leaders who demonstrate interpersonal regard show that they care and do not see people as
numbers but as individuals (Leis et al., 2017).
Competency. Competency is related to the belief that one knows how to do their job and
do it well (Leis et al., 2017). Competency is measured by the ability to produce outcomes that are
needed to ensure organizational goals are met. For example, teachers may need specific
resources (e.g., paper, curriculum, copy machine) that will ensure they can develop lessons that
will increase students’ academic performance; however, not having these resources could hinder
teachers’ belief that the principal is competent in understanding the needs for the campus.
Personal Integrity. Personal integrity is shaped in one’s ability to keep their word (Bryk
& Schneider, 2003; Leis et al., 2017). Personal integrity is built on trust and is observed by a
person acting in a way that aligns with the way they speak; a match between spoken and

38
unspoken behaviors exist (Bryk & Schneider, 2003; Leis et al., 2017).
Fostering Relational Trust
Trust is not developed through people simply working together; rather, relational trust
develops through the on-going social exchanges that happen day in and day out (Bryk &
Schneider, 2003). For new principals, fostering relational trust increases leadership legitimacy
and can be developed as relationships mature. Through each iterative interaction, conversation,
or action expectations and commitments are shared that illuminates one’s intentions (EdwardsGroves et al., 2016). Over time, each social exchange increases one’s likelihood to align and
partner with the ideas and ideals of others. This is where trust unfolds between the two parties. In
the same vein, when social exchanges repeatedly harbor misaligned ideas or ideals, people tend
to critically identify the differences between the two parties thereby illuminating an environment
fueled with mistrust.
Relational trust within an organization is trust between individuals and groups of
individuals and is necessary as individual groups rely on each other to perform and carry out
objectives and tasks. In schools, principals trust that teachers will make decisions to advance
students’ academic programs and establish parent connections. Parents depend on teachers to
provide a safe and nurturing learning environment for their students. Teachers depend on parents
to partner in their child's development. The same is true of the dependency among school staff.
Principals depend on their teachers to provide students with the atmosphere conducive to
produce high academic progress. Teachers depend on the principal to foster fair, supportive, and
trusted work environments to ensure they can achieve the goals set before them. In addition,
teachers expect principals to provide fairness, predictability governing school operations, and
adequate resources to ensure student development (Northfield, 2014).
Whereas relationship building is one of the core values that supports building and
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bridging connections with many stakeholders (teachers, parents, and students), complexities in
developing relationships exist (Lasater, 2016). The complexities can include structural barriers,
limits on time, lack of funding, limited access to educators as well as psychological barriers such
as distrust, low self-efficacy, fear of conflict, and a blaming attitude (Lasater, 2016). Bryk and
Schneider’s (2003) work indicated that while trust alone does not guarantee success, schools
with little or no trust have almost no chance of improving. Further, due to the type of
complexities and the shifting approaches required per interaction to establish solid relationships,
principals may fail to establish them succinctly. Lasater (2016) asserted that to build lasting
relationships, leaders must be taught relational skills that highlight the value of building solid
relationships with stakeholders. Principals must rely on a breadth of highly sophisticated
relational skills and understand when and how to use these skills to develop meaningful
relationships with diverse stakeholders. Unfortunately, when principals are not trained on the
right methods to capture solid relationships with diverse backgrounds this leads to problematic
and highly complex social interactions when principals are not effectively equipped to form or
navigate the development of solid relationships.
Summary
Chapter 2 presented the literature review that describes the principal experience as a
pressurized, accountability-driven environment, defining the elements of school culture, the
challenges with building systems for change, developing a culture of trust, and defining how
principals can use elements of relational trust to influence collective efficacy within their
schools. Chapter 3 will provide the procedures used to conduct a qualitative descriptive study to
explore how principals develop trust with their teachers.

40
Chapter 3: Research Method
This chapter outlines the methodology used for this research. The previous chapter
reviewed the pressure experienced through accountability induced systems, defined embedding
cultures in schools, and established how relational trust can be used as a mechanism to
communicate and influence changed behavior. This chapter provides the research questions,
research design, population, participant selection, data collection, data analysis, sample,
trustworthiness, reliability, ethical considerations, and limitations for the study.
Purpose
The purpose of this qualitative descriptive study was to explore through semistructured
interviews how K-12 public charter school principals foster relational trust with teachers that led
to a positive school culture. The research questions were designed to understand the intricate
methods principals participated in to establish trusted relationships with teachers. By studying
the operating mechanisms and core calendar principals used to foster positive relationships, I
found structures new principals can use to influence trusted partnerships in a high-stakes,
accountability-driven school district. This study was intended to help new principals
preemptively plan systems to increase micro-interactions that foster trust with teachers. This
chapter describes the processes I took to answer the following questions:
RQ1: What strategies do Texas urban charter school administrators use to establish a
culture of trust with teachers?
RQ2: What are the perceptions of Texas urban charter school administrators as to how
accountability influences the development of trust with teachers?
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Research Design
Methodology
This study employed a qualitative descriptive approach because it is the most appropriate
method to answer the research questions and collect the rich experiences of a select group of
administrators serving in a public charter school network. According to Smith and BowersBrown (2010), qualitative research permits exploration of situations, circumstances, and
experiences lived by the participants. In addition, qualitative research helps to interpret and make
meaning of real-world events by examining closely the behaviors and perceptions of people in
that local context. Smith and Bowers-Brown noted that qualitative research draws attention to the
social realities and processes within a specific context and allow for the examination of realworld events to determine the implications within that context. Smith and Bowers-Brown
emphasized that qualitative research could inform readers about the quality of people’s lives,
situations, or circumstances; therefore, through this qualitative study, I explored the personal and
professional experiences of 13 administrators to elicit how they systemically think and design
processes to establish trust with teachers.
Strengths of Qualitative Descriptive Research
While descriptive research can be found in both quantitative and qualitative research
(Salkind, 2007), a qualitative descriptive research method is most appropriate to explore the
phenomenon of how administrators foster trust with teachers. Thomlison (2001) proposed that
descriptive research generates knowledge that allows practitioners to provide a wealth of
information on environments, circumstances, and people. Further, Salkind (2007) suggested
three benefits of using descriptive research to explore ideas: (a) allows natural exploration of
human behavior, (b) provides opportunities for researchers to share a detailed view of a social
setting, community, situation, or group of people, and (c) allows researchers to explore,
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document, examine, and analyze a particular phenomenon through individual’s attitudes,
opinions, and personal experiences. According to Thomlison (2001), descriptive research
includes seven distinct elements that defined how I applied descriptive research within studies.
The elements are the (a) research questions, (b) literature review, (c) rationale, (d) source of data,
(e) timeframe, (f) design, and (g) unit of analysis. Each of the elements clarified and refined the
nature of the phenomenon, the issues and underlying problem, the population, the timeframe, and
the social aspects to be studied.
While using a qualitative approach to capture principals’ experiences, I conducted two
types of in-depth interviews, one-on-one and focus group, to document and provide specific
descriptions of the social setting to point to transferable findings (Salkind, 2007; Thomlison,
2001). The in-depth one-on-one interview granted the administrator opportunities to share their
personal perspective of how they foster trust with teachers. The in-depth one-on-one interview
permitted participants to share personal opinions, feelings, and attitudes that inform their
behaviors. The focus group interview allowed participants to share their personal development of
trust with teachers. Through reflective questioning, participants in the focus group shared their
experience and the factors that influence the phenomenon (Salkind, 2007).
This study concentrated on leaders’ development of trust, a complex phenomenon. By
interviewing principals who descriptively narrated their experience within this school year, I
explored ideas that future public charter school leaders can use to increase positive interactions
in schools. This study explored leaders’ thinking of systems, processes, and operating
mechanisms that led to building a culture in schools because of the connection between
employees and managers. Through semistructured interviews, I asked questions to guide organic
reporting of rich ideas from each participant to see how principals spend their time fostering
trusted relationships to manage the vast responsibilities that exist in a pressurized,
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accountability-driven school environment.
Population
The U.S. Department of Education (2018) describes Title I schools as facilities with a
high percentage of children from low-income families where challenges may exist to uphold the
state academic standards; therefore, federal funds are allocated to overcome educational
disparities. This public charter school district located in an urban area in Texas employs over
5,000 staff members, serving over 100,000 students that represent a student population identified
as 50% at risk, 86% economically disadvantaged, 94% Hispanic and African American, almost
40% English Language Learners, with an overall accountability rating of a B. According to the
2019-2020 Texas Academic Performance Report, 71% of teachers employed within this charter
school network are new. Principals employed within this organization have 2 years of prior
experience in their role. Two principals led each school building: one principal led the lower
grades and the other led the upper grades. As a growing public charter school district, each
school building served students in kindergarten through 12th grade.
Participant Selection
The study’s participants were administrators who managed employees in the school
building. Principal participants included principals, principal-in-residence, and assistant
principals. All participants managed and led the design of trust within the public charter school.
The principal selection recruited across multiple sites throughout the charter school district. This
study employed a purposive sampling, a deliberately specified selection of participants, to
investigate principals’ description of their experience developing trust with their teachers
(Seidman, 2019). The participants met the following criteria: (a) led as a principal, principal in
residence, or assistant principal in the district for at least one school year, (b) directly managed
teachers, and (c) had never been supervised by the primary researcher (see Appendix A). The
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study initiated after the executive director received an email informing about the study and
permission for principals to participate in this study was granted. A letter was shared with
principals requesting their participation in the study (see Appendix B).
Sample
Seidman (2019) described the importance of capturing other people’s stories as a learning
of the storytellers’ conscious thoughts. This study was designed to explore how administrators
foster trusted relationships with teachers. Thirteen administrators throughout the charter school
network. The administrators were recruited by sharing an email requesting their participation.
The K-12 principals interviewed came from different sites within the urban public charter school
network. The research was conducted virtually, yet in a comfortable location to allow
participants to share a deeper, personal description of their experience as it relates to the research
questions asked. A 45–80-minute semistructured interview was conducted to capture the rich
description of each participant’s situations, circumstances, and experiences (Salkind, 2007;
Smith & Bowers-Brown, 2010).
Materials and Instruments
Fusch and Ness (2015) described collecting data where the quality is rich and quantity
thick; therefore, to saturate data, this study collected data that were detailed and intricate with no
new themes. Thirteen administrators were interviewed: seven in a collective focus group and six
in a one-on-one interview with me. To structure the interview, I used a protocol with guided
questions to facilitate the session with administrators to provide maximum opportunities to
capture the principals’ descriptions of their experience fostering trust with teachers (Brinkmann,
2013). The one-on-one structure permitted participants to share individual perspectives of their
experience developing trust with the interviewer and the focus group allowed participants to
flexibly dialogue different perspectives (see Appendix C and Appendix D). Using Schein and
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Schein’s (2017) primary and secondary embedding mechanisms, I created open-ended questions
to collect administrators’ narration of how they develop trusted relationships within their school.
I asked all participants the same questions.
Data Collection
All questions were field tested with two expert panelists to review the interview questions
for clarity, to minimize bias, and to provide feedback (Appendices C & D; Chenail, 2011). The
questions were field tested to ensure the interviews could be conducted within the 60-90 minutes
and capture rich and thick descriptions of participant’s situations, circumstances, and experiences
(Fusch & Ness, 2015; Salkind, 2007; Smith & Bowers-Brown, 2010). To conduct the one-on-one
and focus group interviews, I utilized Microsoft Teams to virtually record participant responses,
and transcribe the data. I used a combination of Dedoose software, manual coding, and Microsoft
Excel to identify and organize critical themes from the survey and interview.
Corbin and Strauss (1990) suggested analyzing data from the initial interview to help
guide future interviews and observations. Corbin and Strauss proposed analyzing data as it is
collected to help with the discovery of ideas and themes. While analyzing the data, I saw
concepts that pertained to the same phenomenon and grouped into categories. I examined trends
in incidents, events, and/or happenings to determine common patterns assisting with coding.
Coding is the interpretive process used to break down data analytically; therefore, analyzing data
was the preferred method to capture new insight from the administrator’s interview. For the first
cycle of coding, I used descriptive coding to identify themes and topics that answered the
questions asked through the interview (Saldaña, 2013). The descriptive coding process
developed the basic vocabulary from the data and allowed me, as Saldaña suggested, to see what
I saw and hear what I heard. Through the second coding cycle, I applied the in vivo coding
method to enhance the study with actual words that deepened the experience from the
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participants. Through the in vivo coding process, I extracted phrases and language that provided
imagery, symbols, and metaphors for concept development. Lastly, through code weaving I
integrated key code words and phrases to fit themes together.
Flick (2018) described triangulation as the opportunity to unfold problems and
comprehensibly make sense of a complex social situation from multiple perspectives.
Triangulation, as Flick described, enables me to gain a deeper understanding of the issue that, in
this case, is related to administrators’ development of trust with teachers. Data were triangulated
using three methods: (a) one-on-one semistructured interviews of six principals, (b) a seven
administrator focus group, and (c) collection of artifacts (i.e., core calendar and operating
mechanisms chart) to connect evidence of the micro-interactions’ principals engage in with
teachers. To triangulate data, I asked 13 administrators semistructured questions to capture how
they systemically think about design trust with teachers. Through the one-on-one and focusgroup interviews, I audio-recorded responses and wrote notes throughout the interview. The oneon-one semistructured interviews and the focus group served to capture rich descriptions of how
administrators build trust within their schools so these skills may be transferable to newer
principals lacking the skill or knowledge to execute effective trust-building practices with
teachers.
To pull in a deeper, multi-perspective view, administrators were asked to share two
artifacts (core calendar and operating mechanism chart) that represented their intended microinteractions with teachers. The two archival artifacts emphasized administrators’ intent to foster
relational trust with teachers and served as a visual display of how principals strategically plan to
interact with their teachers (Yin, 2012). Schein and Schein (2017) noted that in a growing
organization, secondary mechanisms such as artifacts, when used consistently with the primary
mechanisms build organizational ideas and formalize leaders’ intent of how they will foster
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culture within their teams. If the secondary mechanisms are ignored or inconsistent, internal
conflict will begin to fester within teams (Schein, & Schein, 2017).
Data Collection Procedures
I completed the Institutional Review Board (IRB) procedures through Abilene Christian
University seeking approval to begin the study (see Appendix E). Within the IRB procedures, I
requested permission from the executive director to conduct the interview within the charter
school district. When permission was granted from the executive director, I sent an email to the
principals requesting their participation in the study. Administrators were given the choice to
participate in a one-on-one or focus group interview. Procedures for focus group members
included norms to emphasize the importance of speaking their personal truth in response to the
questions asked in hopes to capture administrators’ authentic responses. Interviews were
scheduled in a three-week window and adjusted to meet principals’ availability if the original
schedule did not work for them. Administrators who volunteered to participate in the study
received an electronic informed consent requesting their signature to sign, return, and schedule
the interview through the HelloSign platform. Interviews were scheduled with administrators
after their acceptance to participate in the study.
Interview Process
Included within the interview process were semistructured procedures used to maintain
control of the interview. To set the stage for the interview, a review of the informed consent and
procedures for the interview was shared. Questions were answered during this time before
proceeding to the interview. Yin (2012) suggested building connection and rapport with the
participants to permit flexibility and allow participants to construct their reality. As a researcher,
forming rapport and connections with participants allowed participants to share rich insight into
their personal experience; therefore, I asked a few informal background questions related to the
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participants history and experience in education to start the interview. Next, the open-ended
questions were asked to the participants to allow fluid, flexible, and rich narrations of the
principals’ experience (Yin, 2012). The interview was recorded and transcribed using Microsoft
Teams. A copy of the interview transcription was shared with participants to assure accuracy as a
form of member checking. Carlson (2010) emphasized that there can be traps that are avoided
through the member checking process by providing participants choices of how they would like
to check their transcripts. Carlson suggested providing participants hard copies, electronic
copies, or audiotapes of the transcript and to list the expectations within the informed consent.
Data Analysis
Data were analyzed throughout the interview process to determine trends. As Salkind
(2007) stated, data collected through in-depth interviews and focus groups allow for common
themes and patterns to emerge through the participant responses to questions. Due to the
exploratory approach used in descriptive research studies, a descriptive framework was used to
reflect categories and sub-categories of themes drawn from participants responses (Thomlison,
2001). The common themes and patterns drawn from the rich data collected served to guide
programs and services that were present (Salkind, 2007). The themes found in the data were used
to identify, categorize, and interpret descriptions of how principals foster trust with teachers.
To collect data, I audio-video recorded and transcribed the interview on Microsoft
Teams. Next, I provided a copy of the transcription to the corresponding participant in electronic
and audiotape of the transcript to review for accuracy (Carlson, 2010). I conducted one round of
coding using the Dedoose online transcription program to identify common ideas expressed by
participants. Then I transitioned to manual coding to analyze and categorize the ideas to
determine the themes from the research questions. A similar process was followed using
Microsoft Excel to code and analyze data collected in the survey and artifacts.
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Trustworthiness
Connelly (2016) emphasized the importance of establishing trustworthiness to ensure the
quality of the study and the collection of the data could be replicated with the same results. In
this study, trustworthiness was established through the credibility, dependability, confirmability,
and transferability of the research. Credibility was established through the clear procedures
created and executed in this research. To determine credibility, the interview questions were
evaluated and approved by my dissertation committee and field tested to ensure the effective
execution of the interview within the 45-80-minute time. To illustrate dependability, during the
interview, I probed participants to ensure clarity on points needed for the study. At the end of the
interview, I provided participants a copy of the interview transcript to review for clarity and
accuracy. To model confirmability, all notes, decisions, and analysis were processed through an
audit trail where descriptions of the data collection, data analysis, and interpretation of the data
were provided. I provided a rich description of the process used to disclose the rationale for
participants’ responses to the questions asked rather than inclusion of biases and personal
opinions. The dissertation committee reviewed the data, audit trail, and confirmability process.
Lastly, through the rich descriptions I elicited a strong case of how administrators foster trust
with teachers in schools.
The research collected from 13 administrators narrated how they developed trust with
teachers. The data were triangulated through three methods: one-on-one interviews of six
principals, a focus group of seven principals, and observation of archival data. Using a
triangulated method, the data were analyzed for emergent themes that addressed the research
questions and behaviors aligned with the development of trust. Using the Dedoose program and
manual coding, validity of the data was completed through the interpretation of emergent themes
drawn from the interview transcripts. To protect the participant’s identity, original names were
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removed and pseudonyms created to avoid researcher bias.
Ethical Considerations
I adhered to the three principles defined under the 1979 Belmont Report and reviewed
under the Institutional Review Board of respect for persons, beneficence, and justice (Saldaña &
Omasta, 2018; Seidman, 2019). I treated all participants fairly by sharing adequate information
prior to administering the study and requested participants voluntary participation. In doing so, I
informed participants of the study through an emailed letter and sought consent prior to
beginning the study. Participants who refused to participate, did not sign the consent and did not
receive repercussions. I protected the identity of the participants and kept the interviews
confidential (Saldaña & Omasta, 2018; Seidman, 2019). Confidentiality and anonymity ensured
the information shared will not be discussed except in the focus group setting where
confidentiality will be harder to maintain with multiple participants. I did not take risks that may
unfairly benefit me and hinder the participants; therefore, I did not interview participants that
directly worked with me or under my management.
Limitations
During the school year in which the study was conducted, COVID-19 and its variants
were present and posed health concerns for all participants; therefore, a virtual interview best
served collecting data from the principals. When conducting research, it was advised to validate
the realness of the participants experience thereby collecting the data in the natural work
environment or in the participants’ school. Although this may have been best, due to the
contagious-nature of COVID-19, alternative arrangements of conducting interviews virtually
were necessary (Bruijn, 2021). Further, while conducting virtual interviews, using the Microsoft
Teams platform could potentially pose technical difficulties out of the participants and my
control that may require resetting devices or retelling stories. No technical difficulties were
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present during the interview.
Delimitations
This study focused on a small sample size of administrators in a growing urban charter
school network. Using a small sample size, the saturation of the data was present with rich
descriptions of the administrator’s experience. The intent of this research was designed to
understand the experience of new principals in an urban charter school network to collect how
the principals fosters trust with teachers. The study was limited to principals, principals in
residence, and assistant principals to collect the ways in which new leaders consider relational
trust as a mechanism to increase positive culture. Teachers were not included in this study as the
intent of this research was to capture how leaders systemically think and design systems that will
foster trusted relationships with teachers.
Assumptions
Throughout the study, I assumed the data collected were valid and reliable. Validity and
reliability require triangulation of the data which was used in this study. I included rich
descriptions stated by the participants to emphasize the emergent themes from the research.
Another assumption is that the participants’ interviews and artifacts represent administrators
truthful and honest responses to the questions asked. Lastly, due to COVID-19, health-scares for
many schools increased; therefore, administrators may have worked harder than before to ensure
student and staff safety. COVID-19 and the Delta-variant health scare may have influenced how
principals foster trust with teachers this school year that may be assumed unlike any other year.
Summary
In summary, Chapter 3 reviewed the purpose of the study and the research design used to
accomplish its purpose. Using a qualitative descriptive research design, an understanding of how
principals foster trust with teachers in a highly-stressful work environment was studied. The

52
research questions, population, participant selection, data collection, data analysis, sample,
trustworthiness, reliability, ethical considerations, and limitations were provided. Chapter 4
revealed the results of the study.
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Chapter 4: Results
The purpose of this qualitative descriptive study was to explore how administrators foster
trust with teachers in a highly-stressful work environment while aiming to improve academic
programs. Through one-on-one interviews and a focus group interview, I captured rich narration
of administrator’s development of trust. Thirteen administrators provided two artifacts (core
calendar and operating mechanisms) to triangulate the existence of micro-interactions between
administrators and teachers. In addition, administrators described their perceptions of
accountability’s influence on the development of trust with teachers.
Research Questions
This chapter summarizes the data collection process and the analysis of data from the
one-on-one interviews, focus group interview, and artifacts. The emerging themes from the data
are described in detail with the selection of significant statements from the interviews embedded
in text and presented in tables to emphasize the strategies school administrators use to foster
trust. The findings are reported by research question with the embedded themes provided. The
primary question guiding this study was: How do school administrators foster relational trust
with teachers that lead to a positive school culture? The two research questions related to
administrators’ development of trust with teachers that guided this process were:
RQ1: What strategies do Texas urban charter school administrators use to establish a
culture of trust with teachers?
RQ2: What are the perceptions of Texas urban charter school administrators as to how
accountability influences the development of trust with teachers?
Participants
Nineteen participants signed the informed consent. Second, signage of the informed
consent prompted me to share an electronic Google Form survey. The electronic survey focused
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on screening participants using the purposive sampling criteria: (a) led as a principal, assistant
principal, or principal in residence in the district for at least one school year, (b) directly
managed teachers, and (c) had never been supervised by the primary researcher. In addition, the
survey collected the demographic data of each administrator and their current school. Third, the
information collected from the participants in the electronic survey aided in scheduling the oneon-one and focus group interview on Microsoft Teams. The electronic survey was sent to 19
participants and 13 participants responded. The participants provided their interview preference
and the best time of day to schedule the interview. Due to the number of responses received in
the electronic survey from assistant principals, the seven assistant principals participated in the
focus group interview while the four principals and two principals in residence participated in the
one-on-one interview (Table 1). Summarized in Table 1 are pseudonyms and the deidentified
attributes used to protect participants’ profiles.
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Table 1
School Level and Administrator Position
Participant name

Administrator position

School level

Interview type

Boyd

Principal

Elementary

One to one

Fred

Principal

Elementary

One to one

Jay

Principal

Secondary

One to one

Pearl

Principal

Secondary

One to one

Verona

Principal in residence

Secondary

One to one

Andrea

Principal in residence

Elementary

One to one

Marsha

Assistant principal

Elementary

Focus group

Richard

Assistant principal

Elementary

Focus group

DJ

Assistant principal

Elementary

Focus group

Elijah

Assistant principal

Elementary

Focus group

Kristen

Assistant principal

Elementary

Focus group

Lee

Assistant principal

Secondary

Focus group

Neshea

Assistant principal

Secondary

Focus group

The administrators shared personal and school based demographic data. The
demographic data contributed to understanding the school size, administrators experience in their
role, the school level, and the number of teachers directly managed by the administrator. The
demographic data is summarized in Table 2. Ten out of the 13 participants were female. Six out
of the 13 administrators were in their role for a year with one administrator holding four years of
experience. Six administrators engaged in one-on-one interviews and seven participated in the
focus group interview. The demographic data includes the number of employees in the school
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building and the number of employees managed by the administrators. As indicated in Table 2,
administrators caseload ranged between five teachers and 15 teachers.
Table 2
School Administrators Demographic Data
Number of
total staff

41–50
31–40
31–40
31–40
31–40

Years in
current
position
1
4
3
3
1

47
75
20
20
40

Admin to
teacher
caseload
8
15
5
14
12

Female

31–40

2

50

11

Female

31–40

1

68

14

Male

31–40

1

50

6

Female

21–30

2

47

8

Male

41–50

2

51

8

Female

21–30

1

60

10

Female

31–40

1

40

10

Female

31–40

3

36

14

Name

Administrator
position

Gender

Age
range

Boyd
Fred
Jay
Pearl
Verona

Principal
Principal
Principal
Principal
Principal in
residence
Principal in
residence
Assistant
principal
Assistant
principal
Assistant
principal
Assistant
principal
Assistant
principal
Assistant
principal
Assistant
principal

Female
Male
Female
Female
Female

Andrea
Marsha
Richard
DJ
Elijah
Kristen
Lee
Neshea

Figure 1 outlines the organizational chart by school administrator to assist in
understanding the structure of the school building in relation to the administrator to teacher ratio.
The school administrators include the principal, principal in residence, and assistant principals.
Each administrator holds specific roles and responsibilities that aid in operationalizing the school
to best support teachers and students. One of the responsibilities distributed among all school
administrators is a caseload of teachers to work with throughout the school year. The principal
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decides which teachers are distributed to each administrator. The principal identifies a group of
teachers they will manage throughout the school year.
Figure 1
Administrator Organization Chart

All one-on-one and focus group interviews were conducted virtually on Microsoft Teams
via laptops. The interview guides located in Appendices C and D were used to ensure the
interviews followed the same line of questions. The interviews were recorded and transcribed
using Microsoft Teams. The one-on-one interviews took an average of 41 minutes (Range = 28
to 52 minutes). The focus group interview took 81 minutes. I reviewed all transcriptions for
accuracy. As Carlson (2010) suggested, there can be traps that are avoided through member
checking; therefore, participants received a copy of the audio recording and interview
transcription to assure accuracy. All participants consented to the data with no additional
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feedback; therefore, I proceeded to verify and code the data.
Themes
Through the coding process, three consistent themes emerged across all participants in
response to the first research question: What strategies do Texas urban charter school
administrators use to establish a culture of trust with teachers? During the one-on-one and focus
group interviews, the three themes that emerged were (a) administrators share their personal
experience to drive their mission, (b) administrators incorporate the organizations goals to direct
their daily priorities, and (c) administrators build interactions with teachers through operating
mechanisms. Table 3 reflects the themes that surfaced across participants during the one-on-one
and focus group interviews.
Table 3
Themes Emerged During Semistructured One-on-One and Focus Group Interviews
Theme number

Theme descriptive statements

1

Importance of administrators sharing stories to drive their mission.

2

Importance of administrators incorporating organizations goals.
a) By identifying the goals
b) By planning the strategy
c) By tracking the data

3

Importance of administrators creating meaningful interactions with
teachers.
a) By scheduling meetings with intention
b) By establishing purpose for the meeting
c) By facilitating meetings with intention
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Theme 1: Importance of Administrators Sharing Stories to Drive Their Mission
Using Seidman’s (2019) three-part interviewing method, I asked questions that permitted
the (a) recollection of administrators personal and professional experience, (b) reconstruction of
their experience in context to accountability and trust, and (c) reflection on the meaning of their
experience. The first part of the interview allowed participants to narrate their school leadership
experience through a series of questions aligned to the first research question: What strategies do
Texas urban charter school administrators use to establish a culture of trust with teachers? Across
each interview, participants narrated how their personal experience as a child or professional in
education imparted purpose and stimulated their mission for change.
Ms. Andrea. At the age of five, Ms. Andrea knew what she wanted to do in life. She
shared, “I always knew I wanted to work with children.” After graduating with a bachelor’s
degree in psychology, Ms. Andrea became a case manager where she visited students in foster
care. While visiting students in school, she met and spoke with teachers who often told her
negative things about the students. She desired adopting each student but knew this was not an
option: “I thought the closest way I can have the most impact was to get into the classroom, so I
went back to school and received my master’s degree in elementary education.”
Ms. Andrea gave herself 5 years as a classroom teacher, yet in three years she was
promoted to assistant principalship. She confessed, “Okay, God. This is what you have for my
life.” Within 2 years, she was named principal of a school. Ms. Andrea stated that as a leader “I
saw the impact and influence I had on a broader scope, opposed to the 30 students in my
classroom, I was able to coach, train, and impact more students to reach their goals and be
successful.” She further expressed “I have grown as a leader. I am able to have better
connections with teachers and birth positive relationships with students.” She remains in
education because it is her calling: “To be in a classroom, side-by-side with teachers and leaders,
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and see the impact when students are changing the world, changing their lives, and even their
families’ lives are the greatest reward.”
Ms. Verona. Unlike Ms. Andrea who discovered her purpose through her experience
visiting students in foster care, Ms. Verona’s interest in school leadership was formed “by
accident, not by design.” At a young age, Ms. Verona wanted to be a teacher. She studied
children’s literature and children’s studies. While she loved working with children, school
leadership became an interest for Ms. Verona because through her own eyes, she saw the
disparities students experienced in school.
Living on the border, I knew that education was the key to unlocking other opportunities
and breaking cycles in generations and in families. I was raised on the border. We moved
every three years. I experienced a variety of different schools and knew that not
everybody got the same education, and it was not equitable across the board. I knew that
at a really young age because I could see the disparity. Mexico was across the border. I
could see I was in this beautiful school, but right across the border through the window
there were students that did not have the same access to books or to a good teacher like I
did. So, as soon as I could I got into a classroom; there was a need and there was a need
for bilingual administrators.
Ms. Verona remains in education because the work aligns with her core values of empowering
others, serving others, and spreading joy.
Ms. Pearl. Ms. Pearl not only saw the educational disparities students experienced but
she lived this out in her life. Her story highlights her experience and mission for change.
Ms. Pearl was a young girl when her mother told her that she and her sister were moving
from Ohio back to Alabama. At the time, her brother was going to stay in Ohio with her dad.
Later, she realized her parents were separating. From fourth grade through 12th grade, she
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traveled between Alabama and Ohio. She witnessed the disparities in her school.
I was going from being at a predominantly white school and being the only black girl
versus going to a predominantly black school and being the one who talked proper. I
realized I had to try 10 times harder to be twice as good in Ohio compared to being a
straight A student in Alabama. I saw firsthand the unequal opportunities that our students
are given in education and that’s why I do what I do because I know that down in the
southern states it’s needed in order to provide students with rigorous instruction in a very
structured learning community. That’s why I chose this career.
Ms. Pearl taught for 2 years and decided to move into school leadership. She became an
assistant principal and served as an interim principal. Shortly thereafter she was named principal
of her current school. Ms. Pearl remains a principal because she is committed to give students the
best education has to offer.
Ms. Jay. Ms. Pearl sought after change for children while Ms. Jay sought after systemic
change in school leadership. Ms. Jay taught for 9 years and began supporting new teachers as an
instructional coach. She became an assistant principal and was promoted to a central office
position in an urban school district where she piloted support to new teachers. Through her ongoing work with new teachers, her interest in understanding mentorship to retain new teachers
was sparked. She asked,
Why can’t we seem to keep teachers? The number one reason was lack of communication
and support provided by the principal…so I thought I can keep making changes in this
lovely office or I could actually go and be the change that I want to see.
Ms. Jay developed an initiative to keep and maintain new teachers through open, honest,
and frequent communication channels at her school. Ms. Jay continues to stay in education
serving in Title I schools because her motivation stems from “seeing kids actually begin to grow

62
and flourish and do more than anybody in this entire community could expect them to do.”
Administrators in the focus group shared similar stories as those in the one-on-one
interviews. While administrator’s personal experiences vary, the narration of their stories
informs their mission. Mr. Richard, Ms. Kristen, Ms. DJ, and Ms. Neshea narrated their mission
for change and their discovery of their purpose in education. Below are snippets of the
administrators experience from the focus group.
Mr. Richard. Mr. Richard is visionary. He described his influence on teachers and
students as his reason for becoming an administrator.
For me, what influenced me to become a principal is my vision of trying to have a bigger
impact on scholars and teachers beyond just the classroom. I remain in this field given the
state of accountability because there is a sense of pride knowing students with different
backgrounds, upbringings, and races can come together with different gaps. And we can
prove that we can reach this bar – that can sometimes be looked at as too high. Or we can
pass the bar that sometimes can be looked at as too low. Especially when there’s other
schools around us that aren’t meeting that goal, we can pass the bar, because those
families deserve a top tier education. That’s something I drive to make sure I influence
my team to give to students every single day.
Ms. Kristen. Ms. Kristen became an administrator because she was inspired when she
saw a black administrator in her high school. Even through the difficulties in schools, she was
reminded of her mission to create an impact for students.
I always wanted to be a teacher, a principal, a leader. I think when I look back and was
100% sure that I wanted to be a leader was when I finally saw a black female principal in
my high school. There was something about it…just seeing black women as leaders
inspires me. There is a sense of pride working in education yet there are also difficult
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days, weeks, and maybe even months. But [when this happens] I think about the bigger
picture. Besides testing and accountability, I love kids. I love working with them,
supporting them, and knowing that I’m making an impact for kids…because there was a
time when I got the support [I needed]. I’ve built relationships with my teachers and they
kept me going.
Ms. DJ. Ms. DJ sought for equity especially for black students.
I wanted to become an administrator because of my experiences as a classroom teacher. I
wanted to be able to extend or expand the educational resources and equity for my
students, especially my teachers. For students, I really wanted to work with those some
may say are always looked at as an outcast or always in trouble. I really wanted to hone
into and embrace my black students because the previous campus I was on was not like
that. Supporting black students wasn’t a thing.
Ms. Neshea. Ms. Neshea was inspired to become an administrator by her experience as a
teacher.
I wanted to become an administrator from the perspective of being a student. When I was
a student, I had a good teacher that forced me into the classroom. But then as an educator,
I saw both good and not so good principals. I saw the affect that it had on me as a teacher
and I realized it was time for me to move up to have a better effect on educators in the
classroom.
Theme 2: Importance of Administrators Incorporating Organizational Goals
The administrators described a three-step process aligned to the organization’s goals. The
process begins with (a) identifying goals, (b) strategy planning, and (c) tracking data.
Identify the Goals. After administrators shared their journey into principalship, another
trend was discovered when they were asked about the schools’ goals and priorities. All
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administrators shared the organization has goals that schools adopt as their own. Administrators
described six driving goals (see Table 4) that shape what administrators must prioritize each day
and directs what must be accomplished by the end of the year.
Table 4
Organizational Goals
Academic

Cultural

•

A-rating for all academic programs

•

Student attendance

•

Strong literacy program

•

Staff persistence

•

Reading and math program for students

•

Student persistence

below grade level

Plan the Strategy. At the start of the school year, the principal communicates the goals
for the school to the assistant principal and principal in residence. The goals are “what” needs to
be achieved by end of the year. After the goals are identified and communicated, the assistant
principal and principals in residence will, as Ms. Verona named, “unpack priorities.” Unpacking
priorities is the process used to determine the specific actions that must be completed to attain
program success. The unpacking outlines the “how” steps that the administrator will take to
achieve the goal. Ms. Verona further described, “by unpacking my priorities, I have a clear
picture of how I need to spend my time.” Each of the goals are significantly connected to
expectations grounded in student outcomes. For example, under student attendance, there is an
expectation that students attend school each day to increase their academic understanding of the
content taught. Through the unpacking process, the administrators will determine how the school
will ensure students attend school daily by outlining specific tasks to increase student motivation
and investment in the school.
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Track the Data. All administrators described a direct link between goal attainment and
data tracking. Administrators described the frequency of reviewing data tracking as regularly,
frequently, constantly, daily, and weekly. Mr. Fred described the process of asking questions
when reviewing data. When reviewing data he asks his administrators, “Why do you think this is
the data? What shifts are we going to make?” When reviewing the data, administrators look for
bright spots to celebrate and areas for improvement. Even when there is room to grow in the
data, Mr. Fred shared it is important to consider,
There’s no getting around data. We shouldn’t panic whenever we have a bad data set. We
need to figure out the best way to respond to the data. We need to backwards plan, track,
and identify the cause and solutions.
Administrators use clear systems to analyze school-wide data connected to each goal. Ms.
Boyd described a weekly school-wide process for analyzing data that started with administrators
(a) submitting data for all programs they manage by Friday, (b) determining the priorities for the
week based on goals being on track or off track, (c) identifying the actions that should be taken
to see improvement, and (d) stating the expected outcomes from those actions. From Friday to
Wednesday, administrators monitored the actions that would increase outcomes. Ms. Boyd met
with her administrators to revisit the goals and the outcomes on Wednesday where they reported
trends in the data that included successes and gaps. In this collaborative meeting, administrators
strategize the program that takes priority and the steps to show improvement.
Beyond creating systems for data tracking, administrators described making data a visual,
living tracking system throughout the school. Ms. Jay stated,
It’s critical for people to see, know and reflect on data to know where to shift and work
differently; therefore, data lives everywhere in our building. It lives on the school walls,
in trackers, in student folders, and in newsletters.
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While school-wide systems are important, it is vital that administrators take time to create a
personal and individualized analysis of data to establish daily priorities. Ms. Lee emphasized a
color-coding process used to track data.
Every week I have a check-in with my principal. We go through my progress to goal. I
update my driving goals by highlighting in orange goals that are really close. I highlight
in red goals that are off track and then green if we have met or exceeded the goal.
Not only are data tracking systems helpful in establishing weekly and daily priorities but it is
important for administrators to use data tracking systems to establish operating mechanisms.
Theme 3: Importance of Administrators Creating Meaningful Interactions With Teachers
Across the administrators, it was stated that meetings are held between teachers and
administrators to hold them accountable to the schools’ goals. Ms. Boyd shared to be on track
with my goals means that I “actually dig into the data” to form an understanding of what is
happening in context to the goal. Beyond unpacking and digging into the data, Ms. Jay shared
that she “reflects on the data each week where she creates a weekly action plan or WAP.” The
weekly action plan is intended to review data trends, determine the current state of the school,
and make decisions to increase results. While reviewing data, Ms. Pearl declared that “you have
to love this thing [data]. Data lives throughout almost every single operating mechanism. We
always start with the data to drive our calendars.” The data emphasize where administrators
should spend their time and it initiates the process to get on track with your goals.
Schedule Meetings With Intention. To understand how administrators build their core
calendar, I referenced the operating mechanism chart administrators provided. The operating
mechanism chart is used to understand how administrators design their core calendar. On each
core calendar is a key with the list of operating mechanisms. Each operating mechanism is colorcoded and sits on the side of the core calendar. Many administrators used the exact name of the
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operating mechanism to schedule when they would participate in that type of meeting. Other
administrators added names to their core calendar yet color-coded it to define the connection to
the main operating mechanism. Self-meeting is listed on the operating mechanism chart, yet on
administrator’s core calendar they may also list self-meeting review and vision setting which are
all color-coded to the self-meeting category. A visual display of the operating mechanisms is
listed in Table 5.
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Table 5
Operating Mechanisms Used by Administrators
Main operating mechanisms

Operating mechanisms by sub-type

Self-meeting

Self-meeting, Self-meeting review, Vision setting

Huddles

Lesson rehearsals, Lead team huddle

Rounds

Instructional rounds, Instructional walk-through, content
observations, Cultural rounds

Check in

Formal check in between principal and assistant
principal/principal in residence, formal check in between
administrator and teacher, Lesson plan, Lesson plan feedback,
Lesson planning round table, Informal check in

Observation feedback

Observation feedback, Observe operations, Script practice,

Tactical

Tactical, Staff huddle, Persistence, Attendance, Instructional
tactical, Professional development

Strategy

Strategy meeting, ARD, Parent meeting, Business partnership
meeting

Side-by-Side

Side-by-side

Plan

Intellectual prep, Plan, Prep resources, Self-planning time
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The administrators plan their core calendar before school starts using operating
mechanisms. Principals identify the campus operating mechanisms that will consistently live
across all administrator’s calendar then they build out the mechanisms that will influence the
individualized work connected to their goals. This process moves from principal down to
teachers. Administrators connected to teachers will provide the operating mechanisms that will
consistently live on their calendar by determining the operating mechanism that will enhance
student outcomes. Calendars are adjusted on a daily or weekly basis to ensure goals are on track.
The administrators provided copies of their core calendar. The core calendar was used to
identify common trends as described by the administrators when they discussed questions related
to operating mechanisms and planning their schedule. Administrators calendared out tasks
beginning as early as 6:30 a.m. to 5:15 p.m. One day a week, administrators calendared a later
schedule that ended around 5:30 p.m. for professional development. Administrators calendared
an average of 40 hours of operating mechanisms throughout their work week. As indicated in
Table 6, administrators spent the majority of their work hours participating in four mechanisms:
(a) instructional rounds, (b) formal check-ins, (c) strategy meetings, and (d) planning.
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Table 6
Hours Administrators Scheduled for Each Operating Mechanism Within a 50 Hour Week

Administrators scheduled their operating mechanisms during certain periods of time in
the day as noted in core calendars. Table 7 displays a table indicating the time-of-day
administrators scheduled the different operating mechanisms. Self-meetings were scheduled as
one of the first meetings of the day or last meetings of day. Lesson rehearsals were held between
7:00 a.m. and 7:15 a.m. and were the first meeting led with teachers at many schools. After
lesson rehearsals, administrators conducted the Lead Team Huddle. Additional huddles, if
scheduled happened in the late afternoon. Between the hours of 8:00 a.m. and 3:00 p.m.,
administrators scheduled meetings with teachers to observe classrooms, conduct instructional or
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cultural rounds, and hold observation feedback meetings. Strategy and side-by-side meetings
were scheduled either mid-morning or in the afternoon. Planning meetings were scheduled in the
afternoon.
Table 7
Time of Day Administrators Scheduled Operating Mechanisms
Operating

Before school

Morning

Afternoon

After school

mechanisms

6:00 - 7:45 a.m.

7:45 - 12:00 p.m.

12:00 - 4:30 p.m.

4:31 - 6:00 p.m.

Self-meeting

X

X

Huddles

X

X

Rounds
Check In

X

Observation

X

X

X

X

X

X

feedback
Tactical

X

X

Strategy

X

X

Side-by-side

X

Plan

X

X
X

X

Table 8 displays the participants for each of the operating mechanisms. Teachers
participated in lesson rehearsals, rounds, check ins, and observation feedback meetings. All other
meetings were led between administrators.
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Table 8
Participants for Each Operating Mechanisms
Operating mechanisms

Participants

Self-meeting

Self-meeting: Administrators alone

Huddles

Lesson rehearsals: Administrators & teachers
Lead team huddle: Administrators

Rounds

Instructional rounds: Administrators & teachers
Cultural rounds: Administrators & teachers

Check in

Formal check in: Administrators & teachers
Lesson planning: Administrators & teachers
Informal check in: Administrators & teachers

Observation feedback

Observation feedback: Administrators & teachers

Tactical

Tactical: Administrators

Strategy

Strategy: Administrators

Side-by-side

Side-by-side: Administrators

Plan

Plan: Administrators

Establish Purpose for the Meeting. Through the discussion of how administrators get
on track, the administrators lifted the idea that operating mechanisms are tools used to guide how
work is completed. The administrators overwhelmingly shared a multitude of operating
mechanisms that influence how they attain their goals in partnership with teachers. The
administrators described eight types of operating mechanisms: self-meeting, huddles, rounds,
check-in, observation feedback, tactical, strategy, and side-by-side. Within the eight types of
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operating mechanisms, the administrators described the purpose behind each mechanism. In
Table 9, administrators described the operating mechanisms and frequency of its use.
Table 9
Operating Mechanism: Meetings Scheduled to Move Through a Process or System with Intention
Mechanisms

Purpose of the operating mechanism

Frequency

Self-meeting: A private meeting scheduled alone to organize
Selfmeeting

the tasks that must be completed and added to a personal

Daily or

work calendar to ensure goal attainment by the end of the day

weekly

or week.
Lesson rehearsals: A type of huddle where administrators

Huddles

meet with teachers to preview and practice a portion of that

3–4

day’s lesson to ensure the first instructional teach is strong.

times/week

Lead team huddle: Administrators describe their priorities for
the day, share pending next steps from the day before, and

Daily

announce tasks that may impact other’s work.
Instructional rounds: Administrators observe multiple
classrooms to assess where teachers are developmentally in
their instructional delivery. Administrators identify and
Rounds

1 – 2 times
weekly

diagnose where teachers need help, real time coach to
mastery, or evaluate and rate teachers.
Cultural rounds: Administrators observe multiple classrooms
to assess how teachers establish and maintain behavior

1 - 2 times

management with students. Administrators identify and

weekly

diagnose where teachers need help, real time coach to
mastery, or evaluate and rate teachers.
Formal check in: A type of check in with the principal and
assistant principal to analyze data, analyze core calendar,
Check in

work on specific development areas, or review tactical items
that need discussion.

1 time weekly
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Mechanisms

Purpose of the operating mechanism
Lesson planning: A type of formal check in led by

Frequency
1 time weekly

administrators with teachers to plan and review future
lessons.
Informal check in: A personal meeting with teachers to build

Varies, daily

connection and relationships.
Observation feedback: A meeting with teachers to provide
Observation
feedback

feedback from instructional or cultural rounds that allows

1 time weekly

administrators to highlight what teachers are doing well and
coach teachers toward mastering their skills.
Tactical: All administrators come together to review school-

Tactical

Strategy

wide data, the school calendar, professional development
topics, and tasks that must be completed.

1 time weekly

Strategy: A meeting addressing one topic that requires a plan

1 time monthly

of action to achieve an overall aim.
Side-by-side

Side-by-side: An in-field meeting between administrators and

Varies, weekly

managers to assess administrators’ leadership skill set by
working alongside them while listening to their thinking,
providing feedback, and identifying highlights and lowlights.

Self-meetings are private meetings used to determine where individuals spend their time
throughout the day or week. Two administrators, Ms. Verona and Ms. Marsha, spoke to the selfmeeting. Ms. Verona stated “I have a daily morning meeting with myself where I identify my top
three priorities. I list them. I scrub my calendar to ensure everything is aligned so meeting with
myself happens first.” Ms. Verona added, self-meetings can be done daily or weekly.
Each day you can review your calendar to ensure the task you have identified on your
calendar is aligned to a goal. Additionally, you can preview the next week to ensure the
right mechanisms will allow for improvements or goal attainment.
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Ms. Marsha added, the nature of the operating mechanisms and how the mechanisms may
influence your work. She shared, “we have operating mechanisms that we do as a school and
then I have my own operating mechanisms. The school mechanisms are important, but I
prioritize mine because that’s where my goals are aligned.” This thinking is how Ms. Marsha
ensures her goals are met.
Huddles serve multiple purposes. In a short period of time, teachers and administrators
get together to review a focused priority whether it is a prepared lesson or daily schedule. The
huddles hold members accountable for their work. The lesson rehearsal is one of the first
meetings held in schools to ensure the first lesson taught to students are strong. Lesson rehearsals
are held from 7:00 to 7:15 a.m. The lesson rehearsals are led by administrators with a small
group of teachers to review, practice, and implement feedback on their lesson. The feedback
given to teachers during lesson rehearsals ensure that students experience the strongest teacher
model for that lesson. While lesson rehearsals focus on the teachers’ practice, lead team huddles
focus on how administrators plan out their day. All administrators meet in a circled group to
review the highest priorities on their calendar. With intention, the administrators should hear
where their colleagues will spend time throughout the day and listen for conflicts or challenges
that may affect the operations of the school.
Administrators lead instructional and cultural rounds together. Instructional rounds focus
on how teachers deliver instruction to students and what evidence is present that students are
learning. In the same way, cultural rounds focus on the behavior systems teachers implement
within the classroom to manage student behavior. Ms. Andrea shared the process administrators
go through while observing classrooms. She shared, “this is where administrators go into classes
to observe the learning and ask themselves: what is happening? What are the teacher’s actions?
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What are the students’ actions? What action step do we share with teachers for improvement?”
Ms. Boyd added a similar process yet with a different questioning technique:
We go into classrooms to see our students learning. We ask, how do we get the teacher to
move students to the next level? We provide an action step to help teachers improve their
practice. We go back to see if the teacher can execute the action step. In reflection, we
ask: Is the teacher able to execute the action step? If not, where are they falling short?
How do we fix it? Teachers are learning so you want to establish support and help them
along the way.
When describing check-ins, administrators distinctly shared the difference between
formal and informal check-ins. The formal check-ins serve to go through a process useful to
attain student outcomes. However, administrators made it clear that informal check-ins serve a
purpose throughout the day that pulls in the human aspect of connection. Ms. Marsha stated:
I feel like there are two types of meetings: (a) there’s the type where you may be a little
more casual to build culture and trust and then (b) there are the instructional, data type of
meetings. All throughout the day, I do check-ins to make sure they’re [teachers] are okay,
or jump in to real time coach, or maybe sit with a group of students to support them.
Similarly, Ms. Verona described informal check-ins as ‘walkabouts.’
Walkabouts are important because behind our goals and behind our progress to goal are
people. And I think you know it could be very easy to do a touchpoint on Teams [online
chat] but if I am in the building, I want to see your face and I want to see how you’re
doing and know how I can support you. I really believe that when adults or children are
in our building and are under our care, that includes emotional care, not only their
[instructional] development but taking care of them as a person.
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In the focus group, many administrators described the difference between the informal and
formal check-in meeting. Mr. Elijah uses the informal check-in as a time to ensure teachers are
well. Mr. Elijah shared “I’m in the classroom every day for the majority of the morning. If it’s
not a formal meeting, I just come in, checking on things to see how they’re [the teachers] are
doing.” Ms. DJ uses the informal check in as a time to connect with her teachers. She stated:
Aside from observing, I like doing soft check-ins. I make it a point every morning to talk
to all of my teachers. I ask, how are you doing? Do you need anything for today?
Tomorrow? What can I do? I do this after lunch or after recess too. I’m doing this for
support or to see if they had an issue [that I can resolve}. I just want them to know that I
listened to them and if anything, then I am going to do my best to make sure that they
have it.
Finally, Ms. Andrea shared,
Check-ins are a pulse check, to see how my teachers are doing. I check in on their mental
health and to see how their family is doing because I want my teachers to know that I
care about them as a person.
The observation feedback meeting is an opportunity for administrators to coach teachers.
Administrators highlight where teachers are strong and identify an area for improvement. This
meeting uses data to inform what steps must be taken to improve teachers teaching practices and
increase students’ performance on the lesson. Lastly, tactical meetings help to monitor school
wide data and identify solutions for improvement.
Facilitate Meetings With Intention. Administrators build operating mechanisms to
facilitate meetings with intention. Through the operating mechanisms, social exchanges between
teachers and administrators exist. Ms. Pearl declared that operating mechanisms are simply
“meetings that we attend to establish our next steps [solutions]. Our next steps reflect the
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urgency behind the data to increase those numbers to get on track.” The operating mechanisms
aid in developing the process to attain your goals.
Ms. Verona provided an example of how operating mechanisms increased her
interactions with her teachers.
There could be a teacher that I have to meet with daily because they are a brand-new
teacher learning how to plan, how to manage a classroom, so I meet with them daily.
There are teachers that I check in with once a week and at least bi-weekly for every
single one. I will readjust [my calendar] based on teacher’s goals. If there’s an action step
given and the teacher meets that action step, then we don’t have to meet daily.
Administrators had an opportunity to further explain the importance of the operating
mechanisms. Ms. Verona summarized a response that four administrators echoed:
[Operating mechanisms] are the most important because it helps me find clarity. The
meeting with myself helps me find what my day is going to look like. It helps me before I
even step out of the house. I know what I must get right. I know what are the things that I
need to check off my list before I get home.
The administrators then spoke to the frequency of the mechanisms in relation to teachers.
Administrators stated informal check-ins are the most important operating mechanism. Ms.
Andrea provided her reason below:
…because its two-fold. It gives me a personal connection and builds my relationship with
my teachers. I am not just their manager but also someone they can count on. Someone
they can talk to. Someone they can trust. By us building trust on the personal level,
teachers are able to trust me when I get into their action step. They’re able to follow
through and say I believe Ms. Andrea won’t lead me down the wrong direction. I trust
that she’ll give me the right action step. I trust that if I’m struggling with something that
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she’ll show me how to do it the correct way. Just building that within that conversation
with my teachers will allow me to have a greater impact when it is time to roll out an
action step for them or give feedback on an observation because we built that foundation.
Themes
Three themes emerged across all participants. Administrators believe accountability
stimulates (a) actively working towards the mission, (b) forming strong trusted relationships
between principals and teachers, and (c) forming positive interactions between principals and
teachers. Table 10 reflects the themes that surfaced across participants during the one-to-one and
focus group interviews.
Table 10
Themes Emerged During Semistructured One-on-One and Focus Group Interviews
Theme

Theme descriptive statements

number
4

Importance of administrators actively working towards the mission.
a. Because accountability stimulates active commitment
b. Because accountability stimulates strategy
c. Because accountability stimulates partnerships with teachers

5

Importance of forming strong trusted relationships.
a. By building buy-in between the principal and teachers
b. By spending quality time between the principal and teachers
c. By forming honest communication between the principal and teachers

6

Importance of forming positive interactions between the principal and
teachers
a. By celebrating and rewarding teachers
b. By structuring systems and interactions that foster relational trust

Theme 4: Importance of Administrators Actively Working Towards the Mission
Administrators were asked to define accountability. In this area, administrators answered
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quickly and concisely. The administrators provided two definitions for accountability. One
definition spoke to performance as a measure of accountability. Ms. Boyd, Ms. Andrea, Ms. Jay,
and Mr. Fred provided descriptions of accountability. Ms. Boyd described accountability as a
“measuring stick on your performance.” Ms. Andrea stated accountability is “ownership of one’s
actions and results.” Similarly, Ms. Jay shared, it is “a measure of your performance, your work,
and whether you achieved the goals that you set out to achieve.” Mr. Fred shared accountability
is “holding someone to what’s expected of them.” The second definition of accountability
aligned with the commitments made to families. Ms. Neshea shared “when we put the [school]
name on that piece of land and made promises, it goes back to the accountability, consistency,
and follow through we made with families and funders.”
Because Accountability Stimulates Active Commitment. Participants were queried on
the role accountability plays within the school community. Ms. Pearl noted the commitment to
families in her response to this question.
Accountability plays a huge role. When I think back to the community and the students in
which we serve, we’re a part of the lowest performing district in this city. There isn’t a
school in a five-mile radius that has an A or B [state rating]. When you think about that,
and you think about the access that this community has, it’s not much. That is why it
plays such an important role within our school because we’re trying to give this
community access.
Ms. Lee reconstructed her memory of accountability and the school by describing the standard of
excellence and the toughness of maintaining excellence. She mentioned:
I’ve never worked in a school before that is so focused on academic excellence. The kids
know their goal. Every teacher knows their goal and is invested. It’s something that is
very cool; everybody is working together to make sure that kids succeed in all subject
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areas. I think that’s become engrained in the school culture; we’re working to maintain an
A [state rating]. This is the most challenging year because kids are maintaining a masters
[highest state rating] and this is a really hard thing to do. So, everyone has to be on board
and everyone has to push towards that culture of excellence if we want to maintain it.
Mr. Fred emphasized accountability in context to the relationships between teachers and
administrators. He shared, “There’s a fine balance of finding out what is the right balance of
every individual you manage. Accountability looks like being able to work together and
leveraging your relationships to motivate people to do things they would not normally do.”
Ms. Verona proposed another idea around accountability and its relationship to trust. She shared:
In education, we think about accountability as the observations or feedback connected to
performance management. But accountability plays a lot more to driving the goals of a
school. In order to ensure that those goals are met and the priorities are placed in the
forefront, accountability has to be active just like building trust has to be active.
Because Accountability Stimulates Strategy. The administrators described feeling
motivated to get on track. Ms. Pearl explained, “I typically connect with my manager or an
expert in the field to ensure I have the right steps. I need to identify the gap, clearly name the
support, and be intentional in my actions to drive the goal.” Ms. Jay spoke to having a clear
vision for all systems.
We have our systems that I use that I would say attributed to a lot of our success. All of
our systems are inextricably linked. So, our lesson planning system is directly linked to
the execution that we see or fail to see in the classroom. We always start back at what
was the plan. Our observation and feedback system are critical because it allows us to
provide feedback on what we’re seeing, whether that’s the lesson plan or execution [of
the lesson]. Then it allows you to move into our professional development where we’re
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able to respond both proactively and in response to gaps that we’ve seen or trends that
we’ve seen. I think the biggest system that holds them all together is data analysis.
Ms. Boyd shared an analogy similar to boxing to help with understanding what it feels like to be
off track with your goals. She said:
It’s almost like boxing. The fight just happened. The underdog may have fallen 2-3 times.
You’re saying, if he can just get that second wind, land a good punch, he can go the
whole stride and may win the battle. That’s how it feels when you’re behind if you can
just get the second wind and be consistent with it, land that good punch, you’ve won. To
get on track, I have to be laser focused. I have to be so focused that I get granular on what
to communicate to leaders, teachers, students, and families. I have to think about how I
invest my partnership with them to be strong.
Administrators were asked to choose the accountability system, outcome or process, used
to measure principal success. The response to this question was split between administrators as
five out of ten administrators believed process accountability was the preferred choice, three out
of the ten believed outcome accountability was the preferred choice, and two administrators
believe both were necessary. Ms. Jay stated outcomes.
I think you can develop all the process in the world, right, but if you never measured
whether what you did led to student outcomes or teachers performing better, then my old
boss would say that you are pissing in the rain. So, with that in mind, I have to reflect to
figure out how I got to those outcomes because outcomes are directly connected with a
system.
Ms. Andrea shared:
Outcome will impact the process. If my outcome is below the goal that tells me my
process may have a gap. I need to tweak something in my process. If my outcome is
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above goal that tells me my process is working.
Administrators in the focus group hinted to process accountability as the preferred method of
choice similar to Mr. Fred. Mr. Fred stated:
When you’re holding each other accountable to the process, the outcome will take care of
itself. We know that whenever we’re being obsessively passionate about treating others
kindly, we’re going to download a culture in which people bring their authentic selves to
work. That’s going to drive people wanting to do their best and that’s aligned to my
leadership style because I want people to bring their authentic self here. I think as leaders
it is so important for us to look at the process over the product because the product is
really hard, and you only get to measure that product one time a year versus being able to
measure how effective are we in making sure the calendar is effective? How effective are
we backwards planning with teachers? How effective are we building relationships with
teachers? With parents? How effective are we at doing the little things every single day?
Lastly, Ms. Pearl added:
When I think about it now, I think it would be so easy to say that it would be outcome
accountability, but in reality, all the things I do and all the things I’m moving is strategy
to get the outcome. I put a lot of time and focus into the process of reaching the outcome.
I’m intentional, super intentional. I know what the teachers need, and what time of year
they should have mastered it. [I know] what it is going to take to get us to the outcome.
I’ve done the process so many times that the outcome will come. I spend a lot of time
revising and shifting, trying to find, trying to tweak my process rather than outcome. It’s
a process.
Because Accountability Stimulates Partnerships With Teachers. Administrators
described how accountability stimulates partnerships with teachers. Ms. Pearl explained:
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When we look and analyze over a school year, the amount of support that a teacher in a
tested subject receives versus the support a non-tested subject teacher gets, the teacher in
the tested subject feels all the pressure. They are so connected, firsthand to their students,
so pressure is personal because kids are real. These numbers aren’t just numbers because
they have student faces behind them. The teacher in the tested subject is basically in
charge of the outcome.
Mr. Fred stated a different approach to consider when thinking about accountability with
teachers.
I don’t think my lack of preparation is somebody else’s emergency. If I have not done
something in a space and it’s led to a poor result, it’s not that teacher’s fault that I
dropped the ball. I should not be lighting that teacher up; however, if I have set a clear
vision and a clear plan and I’m holding that person accountable and they’re not doing
their part, then it is my role as the principal to hold them accountable and apply the
pressure.
Members in the focus group described the weight of accountability in schools. Mr. Elijah stated:
We have outside influences that come into the building, do walk-throughs, coach, provide
tips, or suggest resources. On one hand, it can feel very overwhelming because you’ve
got individuals coming in that you don’t know, they don’t have relationships with you,
they don’t have relationships with the teachers, and they don’t know exactly how the
daily ins and outs are on your campus with teachers and students. They tell you to do this
or that and it can feel overwhelming. But on the other hand, they have access to resources
that maybe I don’t have the knowledge or background on and it can be insightful but at
the same time it does feel like lots of pressure.
Ms. Pearl gave context to the description of pressure as an administrator. Ms. Pearl shared,
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“accountability can feel very heavy because accountability has lots of pressure. It is super big
and when I think about that, I have to revert back to my why.” Administrators nodded their heads
in agreement with the pressure felt at the school level in the focus group. Ms. Lee added:
When I am off track with my goals, I feel like it’s an exercise in my decision making. I
have to lean on the relationships I have with my teachers knowing where they’re at and
how they can improve this situation [getting to goal]. I get overwhelmed with resources
so I need to find a way to prioritize what is in my control that I can do and will do.
Mr. Richard then added his perception of pressure in schools.
What is special about pressure is when you divide up the pressure, it doesn’t seem so big.
It leaves more room for teamwork. We are in an organization that’s driven by data and
this measures if you’re successful or not, which is the unfortunate direct truth. This type
of pressure is one of the reasons why there’s a teacher shortage because if teachers do not
hit their goal, then their job is on the line. Which then trickles up to me because I
managed this person and if they’re not successful that means I wasn’t successful in my
job. That means I could possibly be out which then goes up to the principal because it’s
aligned.
The administrators emphasized four accountability areas: (a) set clear vision for all
systems (b) provide goal updates, (c) check in with staff, and (d) build trust. Ms. Verona shared:
I think the one way that teachers can be bought into accountability is that they know the
goals we are working towards and where we are in those goals. We measure teacher
progress throughout the year, through the process, and give them updates on how they are
towards their goal in a weekly newsletter or memo with daily reminders. This is what will
help us make progress toward our goal.
Ms. Neshea stated the value in holding true to your word and checking in with teachers.
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She stated, the most important principal actions and systems that build accountability with
teachers are “check-ins and staying true to the fidelity of what I say I’m going to hold them to.”
Mr. Elijah offered this perspective on building accountability with teachers.
It goes back to having follow-through and building that trust. I’ve had leaders who I’ve
worked for before who if they walked through the door right now and asked me to do
something, I’d jump up and go do it because I trust them that much. They have a track
record of showing me that what they’re going to do has a purpose, a reason, and it’s
going to lead to success.
In the focus group, Mr. Richard summarized his perception of building accountability
with teachers. He shared, “I want to sum up the most important actions and systems principals
use to build accountability with teachers: trust, understanding, and communication.”
Theme 5: Importance of Forming Trusted Relationships Between the Principal and Teachers
I asked the administrators to define trust to understand relationship development. Four
out of the six administrators who interviewed as one-on-one participants defined trust with the
word believe in their description. Administrators described how trust is perceived by them. Ms.
Pearl shared, “trust is when you believe in someone, accept their judgment, and accept their
guidance.” Ms. Andrea stated, “Trust is when I can believe what you say and not see the full
picture. Faith and trust go hand in hand, so not seeing the full staircase but willing to take a step
because I believe what you’re saying.” Ms. Jay expressed that trust is when “a person does what
they say they are going to do. I can believe you, trust your actions, and your words align.” Mr.
Fred provided scenarios related to trust with teachers. He stated:
Trust is believing what someone tells you. I try not to over promise and under deliver. If
I’m talking to someone about their check or an event, I need to speak with specificity. I
need to know if someone says my paycheck is short, I can say let me see how I can help
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you out. Here’s what I am going to do and then get people in contact to address this. I
think that also means advocating and fighting for them to get what they want or need.
In the focus group, administrators described what happens in a trusted relationship when
asked to define trust. Ms. Neshea commented “trust is being able to openly have a conversation
without hesitation. My teachers have the ability to approach me and speak with me without a title
attached to it and know that they’re going to get a clearer answer.” Mr. Richard summarized the
thoughts on trust by stating “trust is being your full authentic self, being vulnerable, and
transparent without hesitation to another person.”
Trusted Relationships Formed Between the Principal and Teachers. After addressing
the administrator’s definition of trust, the school leaders had an opportunity to respond to two
questions that addressed their perceptions of trust on a scale from 1 to 4 with 4 being the highest
rank. All one-on-one participants stated the level of trust they have with their teachers is a 3. The
reason for stating 3 instead of a 4 is because as Ms. Andrea stated, “there is always room for
improvement.” The administrators disclosed that trust is something that they actively work on
every single day and is important because it reduces the time spent to get work done. Ms. Boyd
shared she knows that trust exists at this level because “if I say that I need this done and I go
back and inspect it, it is done.” “This reciprocal relationship, as Ms. Verona described, within a
community of trust exists in the relationships developed between teachers and administrators.”
Ms. Andrea extended her thoughts on trust with teachers by explaining, “we have strong team
and family in our school that allows two-way feedback to happen. That allows us to build
connections and get to see who people are as people and not just as a teacher.”
Two participants responded in the focus group interview. Mr. Richard believed his
relationship with teachers would land at a 3-rating because “I know that teachers are comfortable
enough to open up and talk to me and tell me any kind of feedback.” Mr. Elijah proposed a
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variance in the levels of trust established with teachers. He described:
I had a teacher that I could close the door and have a real conversation. I knew that if
there was something that need to be accomplished, he was going to get it done.
Conversely, I have teachers who I probably trust at a level 2 because I know that through
experience so far, they’ve demonstrated it depends on what task is set out and how they
will perform at their job.
The next question administrators answered was using the same scale of 1–4, rate the level
of trust between the leadership team and teachers. All administrators who answered this question
stated the relationship between leadership team members and administrators are at a level 2 out
of 4. The administrators rated the relationship between the leadership team and teachers at a level
2 for the following reasons: (a) increased buy-in between principals and teachers existed, (b)
administrators relationships varied based on communication styles, and (c) administrators follow
through on their commitments varied.
By Building Buy-In Between Principal and Teachers. Ms. Verona stated the strength
in relationships between managers and teachers. She shared, “individually coaches have strong
relationships with the people they manage. As a lead team, the perception may be that decisions
are made without teacher buy-in so the trust is frequently broken when there’s no transparency in
decisions.” Mr. Fred provided context on communication styles. He shared, “I have some
individuals with a 4 [rating] and others that are lower due to communication gaps and direct
delivery of messaging with teachers which makes people uncomfortable. This has broken trust
with some direct reports.” Ms. Boyd shared context around administrators following through on
their commitments. She stated,
I think that the rating is lower and it’s two-fold. I have one leader that teachers trust
highly because they’ve seen them do what they say. The other, they are skeptical because
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they haven’t proven themselves to be trustworthy.
By Spending Quality Time Between Principal and Teachers. The final question asked
in this phase of the interview was what are the most important principal actions and systems that
build trust with teachers? The administrators provided two types of responses to this question
quality time and honesty. Ms. Pearl explained the importance of establishing quality time with
teachers.
You cannot build trust without having quality time. Quality time is huge for me when I
say touchpoints. How often are we in the field together, collaborating inside of a meeting,
connecting. I think connection has a lot to do with learning how to trust someone else.
When I think about the spaces, you may find a first-year teacher more trusting of their
manager than a veteran teacher who does not see their manager as much. Why? Because
a first-year teacher, as I described in the past, is having about five touchpoints potentially
per day with their manager. Therefore, they’re building that relationship. They’re getting
to understand each other and so am I. If I can name how I build it, it is through my
operating mechanisms and ensuring we are in those spaces all the time to build and foster
those. Those operating mechanisms have relationship building intertwined within them.
They are formal but informal at the same time. It’s okay for the staff to be vulnerable in
this space. It is okay for the leader to ask the teacher, are you okay? It’s okay for the staff
member to share with the leader, hey no, I have ‘this’ going on. It’s being very
intentional about how we continue to evolve our relationships from the first weeks of the
summer when we’re training all the way throughout the school year and even outside the
classrooms.
Ms. Andrea shared a similar experience of quality time spent with teachers to invest in
building relationships. She recalled when she builds time with teachers. She shared,

90
I’m a very relational type of person. Even in the summertime when teachers are training
and we have to work to get things done, I like to sit down and start building my
relationships with them. I have lunch with them to see how their summer went, how their
family is doing, and find little pockets of time where I’m able to connect with my
teachers. I’m getting their input-on things or the operating mechanisms that we’re going
to use throughout the year. As a team, I want each of their voices to be heard. I love to
have their input because these are the things that they are going to be accountable to do.
By Forming Honest Communication Between Principal and Teachers. Ms. Jay
described the importance of being honest with teachers from the beginning to build trust.
I think it [building trust] started when I hired them. I was very honest with them about
what this job would look like because I am a person who – I’m not just trying to fill a seat
or a vacancy. I was very honest with them to the point where I actually had someone ask
me if I was trying to get them to not take the job.
Ms. Boyd described a similar case around honesty by stating:
First thing [in establishing trust] is being real, honest, and open with them [teachers]. I
started the year out with a lot of personal testimony. [One testimony I shared was] as a
teacher, I made a connection with a student who impacted my life. From there I helped
them [teachers] realize that as educators, we have one of two roles we can take in the life
of a child. We can be the one who mends the pieces of their heart and understands their
scars, but I’m going to love you anyway. Or we can be the one who causes the scars that
they have in their heart. And that was big for me to make sure they understood that
because we need to be the one who mends and shows the love versus to cause the scars.
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Theme 6: Importance of Forming Positive Interactions Between Principal and Teachers
By Celebrating and Rewarding Teachers. The administrators used the terms joyful,
celebrations, excitement, and engagement to describe the rituals they practice. Table 11 provides
a visual display of the methods administrators use to invest their teachers in the school culture.
Ms. Andrea noted that investment into the school culture begins with getting to know your staff
on a personal level. She shared,
We share what brought us to education and the life events that helped shape us into the
person we are today. Throughout the year, we connect as humans to celebrate what’s
going on and check up on each other mentally.
Table 11
Methods Administrators Use to Invest Teachers in School Culture
In meetings
• Start with a peak and valley
• Share jokes
• Create joyful and welcoming environments
• Openly provide shout outs to staff doing something great
• Encourage team members to share highlights of the week in staff meeting
At events
• Establish a community circle
• Organize monthly after work celebrations
• Recognize teacher and co-teacher of the month/year
• Cover or take away teacher duties
Engage Teams by:
• Sharing your story about why you work in education
• Writing personal notes and deliver while in class
• Highlight glows and share with teachers in written feedback
• Sharing recognition in public and virtually
• Create a virtual and in-person brag board for teachers and students
• Promoting internal candidates to leadership roles
• Announce shout outs in weekly newsletter (Bonus points for sharing shout outs directly
with the manager)
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Meetings can have a formal structure to it. Ms. Verona engages her teachers in a peak and
valley exercise at the beginning of her meetings. Here is why:
I think as a leader, I have to have my own little tool belt of culture pieces I bring in. I
start every meeting with a peak and a valley. I always share the story about when I taught
fourth grade, I taught Esperanza Rising and one of the lines in the book is how life has
high points and low points. And sometimes our teachers just need to share what are their
high points in the day or what are their low points to build the safe space to talk to each
other.
Beyond establishing tasks that help to invest teachers in the school culture, Mr. Fred
highlighted tone and demeanor playing a part with how teachers perceive you. He shared:
I try to make it joyful and welcoming in meetings. I don’t take myself too seriously, so I
am able to joke around and have fun at work. The tone and demeanor we have with each
other is campus wide, even with our kids. We have some of our mechanisms with kids
like our weekly meeting. We do grade level huddles where we pull kids into the hallway
and recognize their work and effort.
Ms. Jay offered a community circle that she leads with her teachers. She shared the importance
of recognizing and valuing her teachers’ strengths when she described the community circle.
On Fridays, we all meet in the cafeteria to our community circle. We share something
that moved us from the week. Share a shout out or we put a person on the spot where they
go in the middle of the circle and everybody speaks positive words into them. They’re all
these little things that we do. We even hang up big post it notes that says we are lucky to
have you. We write small things and so do the kids. This helps people’s spirits to stay up.
Mr. Richard added the simplicity to celebrating teachers yet the importance of making a big deal
out of every teacher celebration. He stated:
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I’m super extra. I make a big deal out of stuff. So, for example, if I had a teacher that
turned around the next steps [feedback] and they’re killing it, I’ll write a note but I’ll be
super extra. While they’re teaching, I would stick the note on the board and draw an
arrow. The kids are like, oh, you got this note!! Or I shout out [teachers] in a [virtual]
chat or surprise them randomly with coffee. The little things add up to make big things.
Ms. Kristen described the importance of being intention in providing glows with feedback while
also highlighting methods for celebrating teachers.
I do evaluations and I like to put glows there. Giving them instant gratification, I write
sticky notes or give thumbs up [saying] you’re doing a great job. I noticed my teachers
enjoy the weekly newsletter and to see their name in the newsletter because they know
it’s coming from me. I’ve covered some of their duties. The people that meet their
deadlines two weeks in a row, I’m going to cover your duties these three days this week
so teachers get an hour lunch compared to 30 minutes.
Ms. Andrea stated additional methods to recognize teachers’ efforts for a job well done.
We have something called Teacher of the Month and Co-Teacher of the Month where we
celebrated our teachers and co-teachers for their hard work. They may get celebrated
because all of their groups are on track to reach the end of year goal. They may be
celebrated because we’ve caught them helping another teacher and they just support and
show team and family. They also may be celebrated because we had parents reach out to
our leadership team wanting to say this teacher is doing an amazing job and I [the parent]
wanted to recognize them. We also have shout-outs within our weekly newsletter.
Families and teachers are able to read the shout outs. Within our organization, we have
lots of promotions. Even though it may not be a monthly thing, we do it once at the end
of every year, we have different promotions for teachers. A teacher might move into a
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leadership role or a co-teacher might move into a lead teacher role so just knowing their
hard work had paid off and they are recognized for it.
By Structuring Systems and Interactions That Foster Relational Trust. The
administrators described interactions that foster trust with teachers that is listed in Table 12. The
actions fall under two categories: (a) systems driven structures and (b) interactions that foster
relational trust. The systems driven structures are the mechanisms the administrators use to
interact with teachers. The interactions that foster relational trust are the actions administrators
engage in with teachers to assist in forming relationships with them.
Table 12
Examples of Structures that Foster Relationship Building
Systems driven structures (what)
• Classroom observations
• Real time coach
• Model expectations
• Connect with teachers using operating mechanisms
Interactions that foster relational trust (how)
• Share personal stories about your journey
• Listen and be present
• Lead with my why
• Share rationale
• Transparency
• Share with honesty
• Create open dialogue
• Follow through to demonstrate commitment
The administrators spoke at length about how they maintained a culture that promotes
healthy exchanges with teachers. The statements below emphasize how administrators think
about systems to build trust with teachers. Ms. Pearl spoke to the idea of structuring systems to
guide the development of trust with teachers. She stated:
I always have to think about this. It’s like I have this awesome culture at my school. It’s
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not perfect. It’s still growing and evolving, but it is a very great contagious atmosphere. I
think my principal actions are three things: I always lead with telling some sort of story,
experience, information, or research about the community. I overexaggerate and always
model 150% in whatever I do – whether teaching a class or resetting culture. I need my
leaders and teachers see me do it. My last thing is to build operating mechanisms
throughout the day to ensure teachers and leaders commit to it.
Ms. Lee provided the importance of sharing rationale and being transparent. She stated:
My principal is super successful because he is always providing rationale in a very
transparent way. Sometimes he will say, hey we have to do this. I know it feels like
compliance, but we have to do it. It’s a box that we have to check off. The state requires
and the district requires it. I think that transparency builds trust because there are a lot of
things that suck up a lot of time. Both on the administrator but also the teacher’s end too.
Ms. Verona emphasized the human experience in her response to this question when she stated:
I think the most important thing is getting to know teachers as a person outside of the
building. Taking the opportunity to bring staff together, share personal stories, connect
with one another, and share journey lines is a good way to create open dialogue and open
communication. We do not just talk to each other when we are in a check in. You may
connect with me at any time.
Ms. Jay expressed active listening as a method to foster relationships with teachers when she
stated “Listen and be present. It is easier for people to trust you when they see you every single
day and most of the time.” Ms. Boyd provided similar sentiments when she described the
importance of “sharing who you are, listening to them, being open to hear [teachers] but do not
be afraid to give the honest truth when their actions caused wrong.” The systems designed
fostered the experiences administrators had with their teachers.
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Summary
This chapter reported the process used to collect data as well as the themes and
subthemes that emerged from the interviews held with 13 school administrators. The qualitative
descriptive study utilized semistructured, open-ended questions to understand how principals
foster relational trust with teachers that lead to a positive school culture. Through the one-on-one
and focus group interview, administrators provided rich descriptions to two research questions.
The first phase of the interview allowed administrators to respond to questions related to
Research Question 1: What strategies do Texas urban charter school administrators use to
establish a culture of trust with teachers? The administrators described the importance of sharing
your journey to principalship, creating daily priorities aligned to organizational goals, and
building interactions using operating mechanisms to foster trust with teachers.
The second phase of the interview allowed administrators to respond to Research
Question 2: What are the perceptions of Texas urban charter school administrators as to how
accountability influences the development of trust with teachers? The administrators perceive
there is a correlation between accountability and trust. Accountability stimulates active
commitment, pressure, strategy building, and partnerships with teachers. In addition,
administrators perceive relationships are stronger between managers and direct employees
because direct managers create buy-in, spend quality time, and are honest with teachers. Further,
administrators perceive celebrating teachers and structuring interactions throughout the workday
influences trust between teachers and administrators because there are standard practices
administrators uphold with their teachers that may not be found in other partnerships.
Administrators’ core calendar and operating mechanism charts were used to validate how
administrators build relationships with their teachers. Through the analysis of administrators’
core calendar and operating mechanism chart, administrators provided the design of their daily
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and weekly calendar. This permitted me to understand how administrators foster trust with
teachers in an accountability-driven work environment. Chapter 5 will present the discussion as
it relates to the two research questions, literature, theoretical framework, and recommendations.
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Chapter 5: Discussion, Implications, and Recommendations
Accountability metrics have increased pressures experienced by K-12 charter school
administrators who aim to close student achievement gaps. With the vast demands placed on
principals’ day-in and day-out, an abundance of pressure is placed on their shoulders to
determine the right pathway to increase student outcomes and produce high quality schools
(Drago-Severson et al., 2018). Nevertheless, it is possible for school administrators to push
through the pressure to achieve student success. Research has pointed to principals distributing
responsibilities among school administrators to collectively work towards a campus goal
(Bolden, 2011; García-Torres, 2019; Wieczorek & Lear, 2018); yet distributed leadership may
not be enough if the interaction between groups is not considered (Klein et al., 2018). Principals
must prioritize systems that influence healthy interactions, positive connections, and an
atmosphere of support with teachers (Lambersky, 2016; Tschannen-Moran & Gareis, 2015a). It
is through these social exchanges that trust will flourish, and outcomes will be achieved.
The intent of this qualitative descriptive study was to understand how K-12
administrators foster relational trust with teachers in an urban Title I public charter school district
in Texas. Through the one-on-one and focus group interview, 13 administrators provided rich
descriptions to the semistructured, open-ended questions. The responses administrators provided
gave insight into the two research questions. The research questions were:
RQ1: What strategies do Texas urban charter school administrators use to establish a
culture of trust with teachers?
RQ2: What are the perceptions of Texas urban charter school administrators as to how
accountability influences the development of trust with teachers?
This chapter provides a summary of the findings as it relates to each research question.
Included within this chapter is a discussion of the findings in relationship to the theoretical
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framework of systems design and leader-member exchange. Finally, recommendations for future
research will be noted.
Discussion of Findings in Relation to Past Literature
This qualitative descriptive study was conducted in an urban public charter school district
in Texas. Thirteen administrators participated in the study: four principals, two principals in
residence, and seven assistant principals. Through the rich descriptions provided in the one-onone and focus group interviews, the findings affirmed administrators can foster trust with
teachers in a highly stressful work environment by designing systems that foster interactions
between the two groups. Six themes emerged from the interviews, three for each research
question which included the strategies administrators use to foster trust and their perceptions of
how to influence trusting relationships. The administrators in this study:
•

shared their personal experience to drive their why and mission,

•

incorporated goals to direct their daily priorities,

•

built interactions with teachers through their operating mechanisms,

•

believed accountability stimulates activity towards the mission,

•

believed stronger relationships are formed between managers and direct employees, and

•

believed relationships are formed by normalizing social exchanges.
To triangulate the data, analysis of the administrators operating mechanism chart and

core calendar revealed administrators’ intentionality in designing a daily and weekly process to
consistently engage with teachers. The administrators believed that it is important to create a
normal cadence of celebrating and rewarding teachers as well as structuring systems that build
interactions between administrators and teachers.
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Research Question 1
What strategies do Texas urban charter school administrators use to establish a culture of
trust with teachers?
Theme 1: Importance of Administrators Sharing Stories to Drive Their Mission
Thirteen administrators recalled personal and professional experiences that led them into
school leadership. Using Seidman’s (2019) three-part interviewing method, the administrators
openly described how their experiences influenced their mission for change. Every administrator
shared a compelling story that lifted why they currently work in education and how their
reconstructed experience inspires them to build the change they expect to see in their schools.
The administrators unfolded their cultural values through their personal and professional stories.
Groysberg et al. (2018) described the influence principals have in shaping a strong
culture. Groysberg et al. believed leaders develop a strong culture by defining and making
decisions around what should be seen within the organization; therefore, as administrators shared
their experiences, they laid the foundation for what they aimed to accomplish and expected to be
seen in schools. Moreover, every administrator’s story sparked their openness and willingness to
be vulnerable with others. Researchers support the claim that when trust is established, a
willingness to be vulnerable with one another exists (Cameron & Spreitzer, 2013; Finnigan &
Daly, 2017; Tschannen-Moran & Gareis, 2015a; Weinstein et al., 2020). The administrators
opened the door for trust to be extended to teachers when they shared their journey.
Reno et al. (2017) suggested leaders share stories to create a positive culture in schools.
By openly sharing the experience that led administrators towards their educational journey,
administrators spread elements of what they desire their school culture to be. While Reno et al.
agreed sharing stories influences culture in schools, it is not the only factor that will shape school
culture. It is extremely important administrators develop their culture with intention. The second
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and third themes emerged from the study call attention to how administrators intentionally build
the culture they expect to see in their schools.
Theme 2: Importance of Administrators Incorporating Organizational Goals
Senge (2006) described systems thinking as the way to see patterns and its interrelationship to things. Systems thinking allows administrators opportunities to examine, learn,
and adapt how they see parts of the school in relation to the whole. Administrators shared
organizational goals are passed down to schools and then distributed to school leaders by the
principal. The school leaders move through a three-step process to determine their daily
priorities: (a) identify the goals, (b) plan the strategy, and (c) track the data. It is through this
distributed process that administrators begin to internalize how to manage the goals given to
them and direct their daily priorities.
By Identifying the Goals. When the administrators moved through the three-step
process, they found there was direct alignment between the organizations’ goals and school
goals. Administrators described the six organizational goals: three academic and three cultural
goals. The three academic goals involved an academic rating of an “A,” a strong literacy
program, and a reading and math program for students who fell below grade level. The cultural
goals included student attendance, staff persistence, and student persistence. All administrators,
including the principal, had a caseload of teachers they coached and managed; therefore, the
distribution of academic and cultural goals fell among all administrators.
Groysberg et al. (2018) encouraged leaders weave culture within their daily work. This
can be done by administrators communicating what they value (Schein & Schein, 2017; Turan &
Bektas, 2013). It was evident administrators valued the schools’ goals as this directed every
process the administrators created within the school. When the principal announced the goals,
this inspired administrators to begin designing the strategy to achieve the desired goal.
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By Planning the Strategy. Administrators knew “what” must be achieved. Groysberg et
al. (2018) asserted leaders must establish a strategic plan that focuses attention on collective
action and decision-making. The administrators began to strategy plan “how” they will
collectively accomplish their goals. It is through this process that administrators defined the steps
and the time required to achieve each specific goal.
By Tracking the Data. All administrators described a direct link between goal
attainment and data tracking. The administrators made it known that data tracking happened
regularly, frequently, constantly, daily, and weekly. As Groysberg et al. (2018) asserted strategic
planning is a component of the culture. It was evident the administrators incorporated structured
systems to analyze data. Figure 2 outlines the system Ms. Boyd designed to track and assess
data. In a collaborative meeting each week, administrators strategized the program that would
take priority and the steps required to show improvement. Each administrator evaluated their
specified goals and established their daily priorities required to ensure goal attainment.
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Figure 2
System Designed to Track & Assess Data

Friday

• Submit data for each goal
• Determine weekly priorities (ON Track / OFF Track)
• Identify actions for improvement

Monday

• Track data for each goal
• Monitor actions to increase outcomes
• Identify action steps for improvement

Tuesday

• Track data for each goal
• Monitor actions to increase outcomes
• Identify action steps for improvement

• Track data for each goal
• Monitor actions to increase outcomes
Wednesday • Revisit goals & outcomes to identify successes and gaps

A challenge to systems thinking design is working alone to accomplish your goals
(Siriram, 2020). Siriram suggested looking at systems as the interconnection between different
parts because working alone adds to the pressure administrators experience. For that reason,
beyond establishing data tracking systems, administrators described structuring data as a living,
visible component of the school. Data lived in multiple places within the school building and
virtually in data tracking tools.
Although Senge (2006) makes the best possible case for systems design in educational
spaces, Senge overlooked the deeper element of practitioner’s involvement in designing the
system. As administrators described the design of their data tracking system, they also
considered connections to others. Weiner et al. (2020) proposed designers understand the
connections across systems to conduct their work. It is not enough for the administrators to be
involved in the data tracking process. Administrators included teachers and students in the design
of the tracking system.
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Theme 3: Importance of Administrators Creating Meaningful Interactions With Teachers
Principals received the organizational goals and distributed the school-specific goals to
administrators. Weekly, the administrators designed the “how” steps to attain the schools’ goals
by drafting action steps to increase outcomes. Collectively, the administrators met to discuss
whether their decisions moved the team closer or further away from their goal. It is through this
on-going cycle that administrators became system thinkers where they, as Senge (2006) put it,
examine, learn, and adapt how they see parts of the school in relation to the whole. Yet, Weiner
et al. (2020) would challenge system thinkers in education to incorporate the practitioner’s
involvement in the design of the system. As system designers, Weiner et al. proposed complex
systems co-exist with other systems through five methods: artifacts, processes, experience,
systems, and culture. While there are certainly overlaps between system thinking and system
design, system designers must consider the mindset and attitude of the practitioner as open,
empathetic, creative, optimistic, and willing to learn from failure. In this next phase,
administrators described how they intentionally designed micro-interactions with teachers
through operating mechanisms.
By Scheduling Meetings With Intention. The administrators described the process they
moved through to ensure goals are on track which included scheduling meetings with intention,
establishing purpose for meetings, and facilitating meetings with intention. Groysberg et al.
(2018) suggested leaders articulate what is valued and reinforce what is valued through
mechanisms. Additionally, Schein and Schein (2017) described the importance of using
mechanisms to shape how people think, feel, and behave. In doing so, administrators influence
the work environment to what is experienced by those on the team. Listening to the
administrators narrate the importance of using operating mechanisms as a method to capture
goals but also foster relationships spoke to how the administrators wanted their peers and

105
teachers to think, feel, and behave while at work. The administrators spoke at length about the
different operating mechanisms used to hold each other accountable to the schools’ goals. The
administrators described the main operating mechanisms used throughout the organization, yet
within their calendars administrators also defined the types of meetings conducted with teachers.
As Groysberg et al. (2018) suggested, the administrators alluded to the intentional
practices used to schedule meetings with teachers. It was evident in the interviews that
administrators valued using operating mechanisms to schedule the most important tasks to
capture their weekly goals. Not only did the administrators speak to the operating mechanisms
frequently but they also provided two artifacts, operating mechanism chart and core calendar,
documenting how they designed their daily and weekly calendar. First, the administrators
designed their calendar to include a schedule of the school-wide reoccurring mechanisms.
Principals provided administrators the school wide operating mechanisms to progress track
school-wide goals. Second, administrators designed their calendar to include meetings with
teachers that would foster relationships with them and enhance teachers’ skill development. This
included observing teachers’ classrooms and hosting weekly one-on-one meetings with teachers.
Lastly, the administrators believed data directed how they build their calendar; therefore, through
daily and often by class period, administrators analyzed classroom data to inform where they
would spend their time and with which individual. Administrators customized their calendars to
invest in the operating mechanism that would reap the most reward.
By Establishing Purpose for the Meeting. Besides scheduling meetings with intention,
administrators must ensure the purpose for meetings are clear. Through the narration of
administrator’s responses two set purposes were uncovered regarding why administrators use
operating mechanisms. First, administrators use operating mechanisms to guide how teachers
will partner with them to attain student outcomes. Schein and Schein (2017) asserted effective
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principals communicate a clear vision of what is most important. Second, operating mechanisms
serve to engage teachers and administrators in trusted relationships. It is through these healthy
exchanges, mutual respect and vulnerability can be traded (Brower et al., 2000); therefore, it is
advantageous to the school that administrators and teachers foster healthy relationships.
By Facilitating Meetings With Intention. While administrators designed how they
spend their time, the core calendar revealed the micro-interactions administrators held with
teachers. Turan and Bektas (2013) asserted relationships are developed through microinteractions that foster aligned values. In review of administrator’s core calendar, it was evident
administrators spent the most hours conducting (a) instructional rounds, (b) formal check-in, (c)
strategy, and (d) plan. According to Table 6, administrators averaged 4-7 hours conducting
instructional rounds, formal check-ins, strategy, and plan. It is through these four mechanisms
administrators developed relationships with teachers.
As shown in Table 7, administrators scheduled meetings with teachers throughout the
open school hours and reserved late afternoon hours to build strategy and plan. This concept is
valuable in understanding how trusted relationships are developed over time because frequent
micro-exchanges between administrators and teachers can represent positive or negative
interactions between the two groups (Karapinar, 2015; Turan & Bektas, 2013). Further, frequent
micro-exchanges between administrators and teachers permit teachers to understand when and
where risks can be taken (Finnigan & Daly, 2017). As social interactions increase and positive
exchanges exist, tighter relationships are formed.
Through the interviews, administrators spoke to the importance of using operating
mechanisms to intentionally increase interactions with teachers in need. This thinking aligned
with Edmondson’s (2019) interpretation of creating psychologically safe spaces within the work
environment. Leaders who model and inspire psychologically safe work environments open the

107
door for their employees to willingly support the mission and vision of the organization by
taking risks.
Research Question 2
What are the perceptions of Texas urban charter school administrators as to how
accountability influences the development of trust with teachers?
Research Question 2 focused on administrators’ perception of what influences trust
between teachers and administrators when accountability is present. The study participants
identified accountability stimulates (a) activity towards the mission, (b) stronger relationships
between managers and direct employees, and (c) relationships by normalizing social exchanges.
This study is congruent with Edwards-Groves et al.’s (2016) claim that relational trust is a
critical factor in activating educational change. While accountability can stimulate pressure and
stress, relational trust is necessary to see changed behaviors take place in schools (EdwardsGroves et al., 2016). In this case, administrators described how their investment in their staff
resulted in internal stakeholders doing their job while producing lasting change.
Theme 4: Importance of Administrators Actively Working Towards the Mission
According to Karapinar (2015) and Turan and Bektas (2013), schools include multiple
people and perspectives that shape the culture of the school. The culture of the school is shaped
by what is communicated the most by the administrators within the school (Schein & Schein,
2017). Schein and Schein asserted that effective principals systemically communicate the vision
for the school and highlights what is most important. Because culture is shared, it is how the
members of the organization, through the complexities that exist within schools, work together
aiming to accomplish the schools’ mission.
In this case, administrators believed accountability stimulated stakeholders to actively get
involved. From an administrators view, administrators shared their personal experience to
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influence their mission, administrators designed strategies to influence how they accomplish
their work, and administrators established operating mechanisms to foster relationships with
teachers. Through these processes, experience develops that influence the relationships formed
between the administrators and teachers. The relationships inspired stakeholders within the
school to become invested, active participants working towards the school mission. Not only did
the administrators design systems to influence how the two parties foster relationships, but they
also communicated the expectations with teachers. As a result of administrators work, teachers
actively became engaged, invested, and took ownership in the school mission.
Because Accountability Stimulates Active Commitment. To start, it was critical to
understand administrators’ perception of accountability. The administrators spoke to the outcome
accountability definition Lerner and Tetlock (1999) proposed which focused on the bottom line
or the results of their performance. Administrators stated accountability is a “measuring stick of
your performance” or it is the “ownership of one’s actions and results.” The two definitions
aligned with Lerner and Tetlock’s outcome accountability model as the administrators alluded to
the ownership of their decisions in relation to their performance. Administrators were aware they
would be held responsible for their schools’ success or failure. As asserted by Yi and Kim
(2019), administrators willingly accepted responsibility for the outcomes produced whether good
or bad.
Beyond administrators’ acknowledgment and acceptance of being held responsible for
the outcomes of the school, the stakeholders within the school were committed to the goals. It
was evident the culture of the charter schools inspired an atmosphere of high expectations that
stakeholders within the school accepted and committed to from the administrators down to the
teachers to the students.
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Commitment did not stop within the school. The administrators spoke to the commitment
they established with families. “When you think about that, and you think about the access that
this community has, it’s not much. That is why it plays such an important role within our school
because we’re trying to give this community access.” Giving students access is a commitment
administrators pledged to families and actively strived to produce. With high expectations and
alignment in the schools’ goals on the forefront of administrators’ minds, administrators
mentioned the pressure felt to drive ambitious goals.
Because Accountability Stimulates Strategy. Administrators believed accountability
stimulated strategy. When administrators were asked what happens when you are off track to
meet your goals, one administrator hinted to the systems thinking she designed to get back on
track, illustrated in Figure 3. This process aligns with Senge’s (2006) systems thinking
framework where leaders see the interconnectedness between the parts and examine the goods
and services provided by the organization to ensure efficacy (Siriram, 2020).
Figure 3
Strategy Designed by an Administrator to Get on Track With Goals

Recognize data is off track.

Identify unfullfilled areas in process resulting in unmet
goals.

Determine and request for help from the district.

Add operating mechanisms into the calendar to capture
goals.

110
Administrators admitted pressure existed within their work environment and bore a
heaviness to produce student outcomes, yet the administrators spoke to pressure from an
optimistic view. Unlike West et al. (2010) who claimed urban principals experience pressure due
to the absence of control, numbers-focused orientation of standardized testing, and limited time
for personal and professional duties, the administrators admitted pressure motivated them to
revert to their mission and commitment to families.
Unlike the one-on-one interviews with principals and principals in residence, the assistant
principals in the focus group hinted to the internal stressors they experienced in their role;
however, they described the feeling of micromanagement that comes with their work. Despite
the pressure accountability can create, administrators claimed accountability stimulated their
active commitment to make the right decisions to benefit students.
Because Accountability Stimulates Partnerships With Teachers. Beyond developing
strategy, the administrators reported accountability incorporates partnerships with teachers. The
administrators believed the goals could not be attained without teacher support. This thinking
aligns with Brower et al.’s (2000) claim of fostering relationships between administrators and
teachers because of the reciprocity benefits. One administrator recognized the advantages of
forming trusted relationships with his administrators from a teacher perspective and understood
that this was a requirement for his role now that he is an administrator managing teachers.
Theme 5: Importance of Forming Trusted Relationships Between Principals and Teachers
It is an advantageous benefit to an organization to foster relationships between
administrators and teachers because as Martin et al. (2016) and Northouse (2016) stated it
motivates teachers to perform at a higher level and commit to work closer with administrators.
Administrators perceived their relationship with teachers they directly managed were stronger
than relationships with teachers they did not manage. This was evident when administrators were
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asked to rate the level of trust among administrators and staff on a scale from 1 to 4. All
administrators stated their relationships with teachers they manage were at a level 3 out of 4
because they established teacher buy-in, spend quality time with, and are honest with teachers.
Looking deeper into leader-member exchange, interactions between administrators and
teachers are valued (Northouse, 2016; Sherman et al., 2012). When thinking of the type of
relationship formed between administrators and teachers, collegial relationships positively
influence the culture of the school to enable reform (Bryk & Schneider, 2003), yet it is the
micro-interactions that stimulated stronger relationships between administrators and teachers. It
is through each micro-interaction that the formation of positive exchanges exists. The
administrators believed in forming trusted relationships with teachers as a critical component of
the school’s culture. It is through the many interactions with teachers that administrators
experienced trust.
Stronger relationships are formed between administrators and direct employees because
to start, all administrators from the principal down had a caseload of teachers they supported (see
Figure 2). Administrators spent most of the schools’ open hours in tasks with teachers. When
you consider the caseload of teachers to each administrator the average teacher caseload was
about 10 teachers to each administrator. On average, administrators spent 20 hours per week
cultivating relationships with teachers.
From this perspective, it is evident administrators created a plan to develop trust with
teachers as described by Smith and Flores (2014) and believed it was vital to their school culture
to connect with their teachers as often as they could. However, administrators did not believe
relationships were as strong with individuals they did not directly manage. This was evident
when asked to rate the level of trust between your leadership team and teachers. All
administrators stated the relationship with teachers and the leadership team was lower (scored 2
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out of 4). Tschannen-Moran and Hoy (1997) described the nuance that occurs within
relationships between two or more groups. Tschannen-Moran and Hoy believed relationships
develop as people relate to the same work. Due to the way in which duties are distributed across
administrators and the evidence from administrator’s core calendar, administrators do not engage
with teachers they do not directly manage at the same rate of time as those they do manage.
Administrators believed trust is frequently broken by administrators who do not directly manage
teachers in the school because teachers’ voices were not valued. Administrators spoke to teachers
submitting their opinions anonymously in surveys for other administrators to receive their
feedback. Administrators believed honesty existed with direct managers but not with teachers
indirectly managed because of the limited engagement. Martin et al. (2016) and Northouse
(2016) asserted the value in establishing micro-interaction that foster a bond and knitted
relationship between the leader and follower. In this instance, administrators and teachers who
are not managed by administrators do not experience micro-interactions to enhance the quality of
the relationship between the two parties thus resulting in a breech in relationship and trust.
Theme 6: Importance of Forming Positive Interactions Between the Principal and Teachers
Schein and Schein (2017) suggested to infuse a positive culture where relationships are
fostered between managers and followers, managers must influence the environment with the
things they pay attention to, measure, and control. Administrators believed relationships are
formed by normalizing social exchanges that celebrate and reward teachers. For one, celebrating
and rewarding employees can at times appear as an afterthought especially when tasks are not
practiced as rituals. When Schein and Schein discussed the embedded primary and secondary
mechanisms, they considered the ways in which leaders design and look towards habits that are
measured and controlled. As such, managers must look towards embedding mechanism from a
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systems-thinking design to reproduce habits that will positively influence the culture of the
workplace.
In schools, the administrators described the regular practice of infusing repeatable
behaviors within meetings, events, and in teams. For example, one administrator is known for
sharing jokes in meetings while another openly provides highlights of staff members doing great
things in the field. From this view, the administrators valued having fun (the jokes) and
celebrating others (shout outs); therefore, they created space to recognize this as a part of their
culture. Embedding values, beliefs, and assumptions are clear indicators to show others how you
think, feel, and behave (Schein & Schein, 2017). When an administrator described creating a
community circle with teachers where they select a person to spotlight, place them in the middle
of the circle and affirm them. This practice alluded to the administrators’ interpersonal regard of
valuing people, believing in the importance of affirming others’ attributes, and creating a habit of
including this practice within their weekly routine.
Beyond celebrating teachers for what they do well, relationships between administrators
and teachers matter. Finnigan and Daly (2017) suggested to permit trusted relationships to
unfold, the partnership of healthy discourse and interaction must be present. The administrators
spoke at length about the operating mechanisms used to create their weekly calendar. In the
summer, administrators created their core calendar as a blueprint of how they would intentionally
foster micro-interactions with teachers. It is through this intentional design teachers experience
the vested relationships with administrators. The administrators promoted healthy exchanges
with teachers by observing teachers, coaching in real time, modeling expectations, and
connecting with teachers using the list of operating mechanisms. Through these structures,
administrators perceived their relationships with teachers fostered trust by sharing personal
stories about their journey, leading with their why, creating open dialogue through transparency
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and honesty, and following through to demonstrate commitment. A principal listed her actions: I
(a) lead with my why, (b) model whatever I do, and (c) build operating mechanisms to ensure
teachers and leaders commit to it. Schein and Schein (2017) asserted effective principals
communicate a vision that emphasizes what is most important. In this case, this administrator not
only stated what was most important but modeled it for her team. Through this design, this
administrator permitted trusted relationships to unfold in her school.
To summarize, trust is cultivated in this public charter school by designing operating
mechanisms that permit administrators to work alongside a group of teachers. Finnigan and Daly
(2017) proposed positive interactions increases trust. Administrators perceived their relationships
were stronger with those they manage because of their frequent connections with teachers.
Principals can thrive in high-trust environments, but they must be willing to set up the plans that
will allow trust to exist between the two groups.
Limitations
Limitations of the study included a sample size of one public charter school district. By
scaling the sample to multiple public charter schools, the study may yield a deeper or more
shallow perspective of school leaders’ perceptions of trust development. Due to the charter
school district size, 13 participants including principals, principals in residence, and assistant
principals were invited to participate in this study. This study included multiple leaders’
perspectives of how trust is developed with teachers. Sampling principals only may yield an
understanding of how school leaders design trust between second tier leadership (principal-inresidence and assistant principals) and teachers.
Due to the timing of this study in relation to COVID-19, all participant interviews were
conducted virtually using Microsoft Teams to protect the health of participants. With virtual
interviews, there was the potential to lose the natural setting for participants as they
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reconstructed their experiences; therefore, it was vital to include questions to foster relationships
with the participant at the beginning of the interview. In addition, to protect the confidentiality
and identities of teachers or fellow administrators named in the interview by participants, I
removed deidentified attributes to protect their identities as administrators retold their experience
in building trust.
Implications
Implications of this study suggest a need for administrators to intentionally design
school-wide systems that nurture the development of relationships with teachers. Without the
design of school-wide systems that foster relationships between principals and teachers, trust
would be broken. With all things being equal to this public charter school district, school districts
should design professional development on trust to influence how appointed principals form
relationships with teachers. Trust is instrumental in influencing school reform and should not be
minimized to just a simple resource found within schools (Bryk & Schneider, 2003). Leaders
who invest in their employees increase the capacity for their employees to do their job better and
produce long-lasting transformational change (Stroh, 2015; Werner, 2017).
To influence how aspiring administrators build a positive culture with teachers, districts
must consider evaluating their aspiring principal programs to implement trust training for future
leaders. An element that can often be missed during principals’ strategic planning is fostering
positive relationships with teachers because this aspect of development ties into relational soft
skills. By incorporating trust training in an aspiring principal program, school districts can help
new principals process and plan for trusted relationships with their teachers.
Lastly, to influence future educators, colleges and universities must incorporate training
on relational trust as a component of undergraduate and graduate studies in education programs.
It is advantageous for students graduating from education programs to understand how to form
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trust as accountability and external pressures persist in schools. Aspiring principals must intently
consider the practices that will foster trust to increase positive culture, teacher efficacy, and
ultimately student outcomes.
Recommendations for Practice
Research indicates that for school leaders to foster trusted relationships with teachers,
they must design systems that permit micro-interactions to exist (Finnigan & Daly, 2017; Weiner
et al., 2020). Educators present perspectives of their design so others can see the experience in
relation to their work. It is through this model that the inter-relationships of multiple perspectives
exist (Weiner et al., 2020). Understanding systems design is vital in education because of the
multiple parts that connect and intertwine to ensure schools operate effectively. Administrators
have an opportunity to view the complex nature of school systems and design structures to
enhance experiences for teachers, students, and parents.
Based on the findings in this study, the following recommendations are provided to
administrators to build trusted relationships with teachers:
•

School administrators need to identify a personal or professional experience that drives
their mission and why they want to work as a school leader. This experience should be
presented and communicated with all stakeholders to establish relationships with their
audience and express a vulnerable component of who the administrator is on a personal
level.

•

School administrators need to identify the organizational goals and align them to the
school’s goals. Goals must be communicated to administrators to allow for the design of
weekly and daily priorities.

•

Administrators need to create a core calendar before school starts to allow time to
internalize the plan used to achieve goals. The core calendar must include the school-
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wide and individualized operating mechanism that will guide their calendar. Keep in
mind, the operating mechanisms are intended to foster relationships with teachers.
As a result of administrators fostering relationships with teachers, administrators should see
teachers investing in the mission of the school, believing relationships with their manager are
strong, and believing their administrator celebrates them.
Recommendations for Future Research
The present study’s findings suggest areas for future research. Although the study
incorporated the multi-perspective of school administrators which included principals, principals
in residence, and assistant principals, collecting and analyzing the results from a select group,
such as all principals, may indicate further insight into the development of trust between that
select group and teachers. Due to the small sample size of principals in this public charter school
district, in this study, administrators included all personnel that are considered school leaders.
There are distinctions in leadership roles and responsibilities that may add another level of
understanding to trust development with teachers.
This study explored trust development from school administrators using a qualitative
descriptive approach. Because this study was limited to a small sample size of school
administrators, replicating this study with a larger pool of administrators in a quantitative manner
may serve to indicate similar or different findings. Researchers may use Likert scales to see if the
themes presented in this study are consistent across the state of Texas in public charter schools.
The findings in this study provided administrators an opportunity to reconstruct their
development of trust with teachers. Understanding the processes and strategies teacher leaders
use to foster trust with administrators would add a layer of understanding to future research that
emphasizes the dynamics of reciprocity between administrators and teachers. Teacher leaders are
used as a bridge between teachers and school leadership. Understanding how teacher leaders
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view the complex nature of school systems and identify where they can design structures to
enhance experiences for teachers would bring a different perspective to the development of trust
in a high-stakes school community.
While this research indicated the perspectives from school administrators, teacher’s
perspectives were not included. Future researchers may use the themes and codes from this
research to create qualitative questions for teachers to indicate whether they agree or disagree
with the findings presented in this study. Examining teachers’ perspectives from a qualitative
approach may indicate factors that were not indicated in this study to enhance trust development
with school leaders.
Lastly, COVID-19 has shifted how individuals in the school environment engage with
each other. Building relationships with teachers is a growing interest in schools. Teachers are a
heavy component of students’ success in schools. Teachers are directly connected to students and
can influence students’ academic outcomes. As such, identifying how teachers foster trusted
relationships with students is vital as this can help to answer how teachers establish trust with
students to influence innovation and risk taking in the classroom. In addition, future research can
answer what mechanisms teachers use to foster positive relationships with students to enhance
classroom culture. As research supports the claim that positive trusting relationships can fulfill
two parties to work together to meet student academic needs (Fox et al., 2015), how do teachers
foster positive trusting relationships with students to increase academic outcomes? To date, a
rich foundation of research on trust in schools is laid to prepare for new understanding of the
trust relationships between teachers and students.
Summary
Research has pointed to using systems thinking as a method to understand the
complexities between individual parts in relation to the whole (Manuele, 2019; Senge, 2006).
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Theoretically, understanding the principle of system thinking is beneficial to administrators
because it allows them to examine, learn, and adapt how they see the individual parts of the
school in connection with the whole; however, systems thinking fails to recognize the
practitioner in relation to the system (Weiner et al., 2020). Rather, in education, systems design
merges systems thinking with the practitioner to considers how the practitioner plays a part in
designing, coordinating, and aligning different perspectives of the work (Weiner et al., 2020). It
is critical administrators recognize systems thinking and systems design simultaneously.
Weiner et al. (2020) described the five spaces of design practitioners use in education to
develop complex systems. Practitioners use artifacts, processes, experience, systems, and culture.
Administrators spoke to three of the five design spaces used to cultivate trusted relationships
with teachers: experience, systems, and culture. In this research, the purpose of this qualitative
descriptive study was to explore how K-12 principals foster relational trust with teachers in an
urban Title 1 public charter school in Texas. Thirteen administrators revealed how they
communicated experiences that aligned with their mission they were able to design systems that
permitted for trusted relationships to form. It was how the administrators intentionally designed
micro-interactions to exist with teachers where they were able to see a positive culture. The
administrators made it clear that without designing structures with people in mind, they would
not see the promising results of trusted relationships achieved thus far in school.
The findings of this study show that when administrators shared stories to drive their
mission, incorporated the organizations goals, and created meaningful interactions with teachers
they increased trusted relationships with teachers. The administrators perceived accountability
influenced trust with teachers because of the systems they designed they acknowledged the
stimulation of teachers actively investing in the mission of the school, stronger relationships
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formed between managers and direct employees, and enhanced relationships with teachers by
celebrating and rewarding them for their commitment to the mission.
Principals influence student achievement by building trusted relationships with teachers
through supportive methods (Lambersky, 2016; Tschannen-Moran & Gareis, 2015a). Building
trust fosters a positive culture that promotes thriving work environments where people are
willing to take risks and commit to the shared vision of the school (Tschannen-Moran & Gareis,
2015a). Trust is not simply developed through people working together; rather, relational trust
develops through the on-going social exchanges that happen day in and day out. When teachers
and principals trust each other, professional learning that fosters educational change can occur
(Edwards-Groves et al., 2016). Through each interaction, conversation, or action expectations
and commitments are shared that highlights intentions (Edwards-Groves et al., 2016). Over time,
each social exchange increases the likelihood for ideas to align and partnerships to develop. This
is where trust unfolds.
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Appendix A: Screening Questionnaire
Title: A Study of the Perceptions of School Administrators on Fostering Relational Trust with
Teachers in Urban Charter Schools
Dear Principals,
Thank you for agreeing to participate in this study. I truly appreciate you taking the time to share
your personal experience and knowledge around building trust with teachers. All information
shared will be kept confidential.
Instructions:
To maintain confidentiality, the recipient of this survey should complete this information and no
one else.
If you are unsure of how to answer a question, please give your best response or leave the
response blank.
Survey Questions
1. What is your first and last name?
2. What is your current position?
a. Principal
b. Assistant Principal
c. Principal in Residence
3. What is your gender identification?
4. What are the number of years you are working in your current position?
5. What is your age range?
a. 21-30
b. 31-40
c. 41-50
d. 50+
6. Share your current school building responsibilities:
a. Number of employees:
b. Number of students:
c. Grade levels supported:
d. Annual budget:
7. Do you directly manage teachers?
a. Yes
No
8. Select the statement that describes your supervision with the primary researcher.
a. You have been supervised by me as your primary manager.
b. You have not been supervised by me as your primary manager.
9. What is your interview preference?
a. one-on-one
b. focus group
c. no preference
10. What time of day are you most available to conduct a 1.5-hour interview?
a. Morning, Afternoon, Evening
11. Attach a copy of your core calendar and operating mechanism chart.
12. Anything you would like me to know prior to the interview?
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Appendix B: Email to Principals
Date:
Hello

,

My name is Meesha-Gay Jones and I am a doctoral candidate with Abilene Christian University
pursing a degree in Organizational Leadership with a focus on positive leadership. I am
requesting your participation in my research that is exploring how principals develop trust with
teachers in an accountability-driven work environment. This study will allow you to share, from
your perspective, how you develop trust with teachers and how accountability may impact the
development of trust. You have been identified as a valuable contributor to the education sector
and I would be honored for you to participate to share your personal experience and enlighten
future school leaders.
In the next few days, you will receive an email to respond to a secured electronic survey. Once
you receive the email, simply click the hyperlink and it will take you to the survey. The survey is
intended to take no more than 10 minutes and will collect information about your background,
education, school demographics, and the best time to schedule an interview. Your participation is
important and appreciated.
By agreeing to this study, you will participate in a one-on-one or focus group Microsoft Teams
interview. The interview will consist of open-ended questions that will last between 60 – 90
minutes. As a matter of convenience, the interview will be recorded and housed in a secure
location with password protection.
As a participant in this study, your confidentiality will be maintained. Only the principal
investigator will have access to the survey results. The principal investigator will replace your
name with a pseudonym in all documentation. Before the interview, participants will be asked to
provide verbal and written consent. After the completion of the study, the principal investigator
will destroy all audio recordings and interview transcriptions.
Please note, your participation in this study is completely voluntary. You may withdraw from
this study at any time without any repercussions.
You are encouraged to ask questions at any time during this study. If you have any questions,
please reach out to me.
Thank you for your time and attention to this request.
With kind regards,

Meesha-Gay Jones
Principal Investigator, Abilene Christian University
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Appendix C: One-on-one Interview Protocol Guide
Participant Invitation Process: To participate in the study, all participants will receive an email
invitation with a brief overview of the research topic, importance of the study, and how the study
can benefit the participants. With the initial email invitation, I will share an electronic informed
consent through the HelloSign platform requesting participants participation in the study. I will
secure the participants signed informed consent before scheduling the interview. Participants will
complete an electronic survey to share availability to interview in the morning or afternoon.
Interviews will be scheduled with participants after their acceptance to participate in the study.
Interview Setup and Location:
Interview Location: Microsoft Teams teleconference with audio-video recording.
Materials: Hard copy of the interview questions and notebook for field notes to be
taken by me during the interview.
Interviewer: Meesha-Gay Jones, primary investigator
Interview Overview:
Study Purpose: The purpose of this study is to explore how K-12 principals foster
relational trust with teachers that lead to a positive school culture.
Value of participants information: The information you provide during this interview is
valuable and may be used to assist new principals develop operating mechanisms to assist
with fostering relational trust with teachers.
Share Study Results: After the interview, participants will receive a copy of their
responses.
Number of Interviews: 6
Type of Participants: Principals, assistant principals, and principal in residence who currently
serve in their role in the charter school network.
Interview Length: approximately 60 – 90 minutes
Consent Form/Ethical Considerations: Review the informed consent to participate and video
record interview, even if signed prior to joining the interview.
Process for the Interview: After collecting preliminary data about the participant, the primary
investigator will ask each question and provide participants an opportunity to share a full
response. I will ask clarifying questions, as is necessary, to capture a rich description of the
participants experience. The interview will be recorded digitally and transcribed. A copy of the
questions will be provided to the participants if requested.
Maintaining confidentiality: In the final study, your confidentiality will be maintained if/when
any information from the interview is published. An alias will be provided for anonymity if you
are quoted in the study. All transcripts and recording of the interview will be housed on a private,
password-protected computer, accessible only to me.
You have permission to stop at any time without any repercussions.
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Research Question 1: What strategies do Texas urban charter school administrators use to
establish a culture of trust with teachers?
Research Question 2: What are the perceptions of Texas urban charter school administrators as to
how accountability influences the development of trust with teachers?
Part I: During the first part of the interview, we will discuss your journey into principalship and
strategies you’ve used to establish a culture of trust with teachers.
1) Tell me about your journey to the principalship.
a. Given the current state of accountability for schools, what factors contribute to
your decision to stay in the role?
2) Describe how your school is organized.
a. Describe your staff and team structure.
b. What are your school’s goals and priorities for this year?
c. How do you ensure you are on track to meet those goals throughout the year?
3) What happens when your school is on track to meet goals? Off track?
a. What is the impact on your staff culture?
4) What are some of your operating mechanisms?
a. Why are these operating mechanisms most important to you?
b. How frequently do you use these operating mechanisms?
5) Based on your core calendar, what is the frequency for you meeting with your
teachers? Why?
Part II: We are now moving to part two of the interview where you will be given an opportunity
to define and describe trust.
1) Define trust.
a. What does a culture of trust look like, sound like, and feel like within a school
community?
2) On a scale from 1-4, how would you rate the level of trust among your staff and why?
a. What factors contribute to your positive outlook? (principal’s perception)
3) How do you establish trust with your teachers?
a. How do you maintain a culture of trust with your teachers?
b. Using the same scale, how would you rate the level of trust between your
leadership team and teachers and why?
4) How do you measure trust levels in your school, if at all?
a. What do you do with the information (leader actions)?
5) Researchers, Schein & Schein (2017) define culture as the shared learning of a group as it
solves its problems and replicates learning as the way to think, feel, behave, and act in
ways to solve other problems.
a. What rituals do you practice to instill culture? And why?
i. This could be a set of norms or values you live by.
ii. This could also be a story or ceremony that you facilitate.
6) What are the most important principal actions and systems that build trust with your
teachers?
7) How do you celebrate and reward your staff?
Part III: We are at our third and final part of the interview. Now we will discuss your
perceptions of how accountability has influenced the development of trust with teachers.
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1) Define accountability.
a. What role does accountability play within your school community?
b. Do your teachers have a positive, negative, or neutral outlook on accountability?
How do you know?
i. Do you notice any trends among groups of teachers? If so, what kind?
2) Lerner and Tetlock (1999) pointed to the premise that outcome accountability systems
focus on the bottom line – the outcome – rather than the process taken to capture the
outcome. In economic environments, outcome accountability is understood as the profit
produced at the end of a completed task (De Langhe et al., 2011). De Langhe et al. (2011)
described outcome accountability in real estate as the profit produced as a result of selling
homes. Unlike outcome accountability, process accountability considers the methods
used to make decisions (De Langhe et al., 2011). Process accountability enables agents to
improve how they develop and track strategies that produce effective benefits (De
Langhe et al., 2011). De Langhe et al. (2011) argued that process accountability enables
decision-makers to consider the process for making decisions rather than the outcome of
your decision. In a real estate environment, process accountability would consider how
the agent came up with the process to capture their profits (i.e., process accountability) as
opposed to the production of the profits (i.e., outcome accountability).
3) If you could choose the accountability system used to measure your success as a
principal, which method would you choose: outcome or process accountability and why?
4) What are the most important principal actions and systems that build accountability with
your teachers?
Closing: I appreciate your participation in today’s interview. In one week, I will reach out to you
to share the transcript from today’s interview. At the conclusion of this study, I can also report to
you the findings of the data collected.
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Appendix D: Focus Group Interview Protocol Guide
Participant Invitation Process: An email invitation will be sent to all participants from me to
participate in the study. The participants will receive a brief overview of the research topic,
importance of the study, and how the study can benefit the participants. The initial invitation will
request for participants consent to participate in a one-on-one or virtual panel interview.
Principals will complete a Google survey to share availability to interview in the morning or
afternoon within a two-week window. An electronic informed consent will be sent, signed, and
returned to me prior to the scheduled interview with each participant through the HelloSign
platform. Interviews will be scheduled with principals after their acceptance to participate in the
study.
Interview Setup and Location:
Interview Location: Microsoft Teams teleconference, with or without video. The
Microsoft Teams interviews will be audio recorded.
Materials: Hard copy of the interview questions and notebook for field notes to be
taken by me during the interview.
Interviewer: Meesha-Gay Jones – primary researcher
Interview Overview:
Study Purpose: The purpose of this study is to explore how K-12 principals foster
relational trust with their teachers that lead to a positive school culture.
Value of participants information: The information you provide during this interview is
valuable and may be used to assist new principals develop operating mechanisms to assist
with fostering relational trust with their teachers.
Share Study Results: Participants will receive a case study summary of their responses
after the interview.
Number of Interviews: 6
Type of Participants: Principals, assistant principals, and principal in residence who currently
s/he served in their role in the charter school network.
Interview Length: approximately 60 – 90 minutes
Process for the Interview: After collecting preliminary data about the participant, I will share
the guidelines that will assist in collecting responses to each question and provide participants an
opportunity to share a full response. Participants must respond one at a time to allow for the
collection of clear responses. I will ask clarifying questions, as is necessary, to capture a rich
description of the participants experience. I will provide you with a copy of the transcript in hard
copy, electronic copy, or audiotape so you may review the transcript for accuracy. The interview
will be recorded digitally and transcribed. A copy of the questions will be provided to the
participants if requested.
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Consent Form/Ethical Considerations: Review the informed consent, even if signed prior to
joining the interview.
Maintaining confidentiality: As a participant in this focus group, you will be asked to respect
the privacy of other group members by not sharing or disclosing information discussed during
this study with others. Your confidentiality will be maintained if/when any information from the
interview is published in the final study. If you are quoted, an alias will be provided for
anonymity. All transcripts and recording of the interview will be housed on a private, passwordprotected computer, accessible only to me.
You have permission to stop at any time without any consequences.
Focus Group Opening: Hello, everyone. Thank you for volunteering your time to participate in
this interview. My name is Meesha-Gay Jones and I am currently a doctoral candidate at Abilene
Christian University pursing a graduate degree in Organizational Leadership with a
concentration in Positive Leadership. I am currently working on my dissertation which is
exploring how principals foster relational trust with their teachers in an accountability-driven
work environment. As a valuable contributor to the education sector and this organization, I am
grateful you agreed to speak with me about your experience.
This interview will last between 60 – 90 minutes. I have a total of 16 open-ended questions and
may ask you clarifying questions to capture your thoughts. This interview is voluntary, and you
may stop me at any time if a topic is of a sensitive nature. As a matter of convenience, I will
record the interview. Your responses will be anonymized and viewed by myself and the
transcription service. I will provide you with a copy of the transcript in hard copy, electronic
copy, or audiotape so you may review the transcript for accuracy.
Research Question 1: What strategies do Texas urban charter school administrators use to
establish a culture of trust with teachers?
Research Question 2: What are the perceptions of Texas urban charter school administrators as to
how accountability influences the development of trust with teachers?
Part I: During the first part of the interview, we will discuss your journey into principalship and
strategies you’ve used to establish a culture of trust with teachers.
1) Tell me about your journey to the principalship.
a. Given the current state of accountability for schools, what factors contribute to
your decision to stay in the role?
2) Describe how your school is organized.
a. Describe your staff and team structure.
b. What are your school’s goals and priorities for this year?
c. How do you ensure you are on track to meet those goals throughout the year?
3) What happens when your school is on track to meet goals? Off track?
a. What is the impact on your staff culture?
4) What are some of your operating mechanisms?
a. Why are these operating mechanisms most important to you?
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b. How frequently do you use these operating mechanisms?
5) Based on your core calendar, what is the frequency for you meeting with your teachers?
Why?
Part II: We are now moving to part two of the interview where you will be given an opportunity
to define and describe trust.
6) Define trust.
a. What does a culture of trust look like, sound like, and feel like within a school
community?
7) On a scale from 1-4, how would you rate the level of trust among your staff and why?
a. What factors contribute to your positive outlook? (principal’s perception)
8) How do you establish trust with your teachers?
a. How do you maintain a culture of trust with your teachers?
b. Using the same scale, how would you rate the level of trust between your
leadership team and teachers and why?
9) How do you measure trust levels in your school, if at all?
a. What do you do with the information (leader actions)?
10) Researchers, Schein & Schein (2017) define culture as the shared learning of a group as it
solves its problems and replicates learning as the way to think, feel, behave, and act in
ways to solve other problems.
a. What rituals do you practice to instill culture? And why?
i. This could be a set of norms or values you live by.
ii. This could also be a story or ceremony that you facilitate.
11) What are the most important principal actions and systems that build trust with your
teachers?
12) How do you celebrate and reward your staff?
Part III: We are at our third and final part of the interview. Now we will discuss your
perceptions of how accountability has influenced the development of trust with teachers.
13) Define accountability.
a. What role does accountability play within your school community?
b. Do your teachers have a positive, negative, or neutral outlook on accountability?
How do you know?
i. Do you notice any trends among groups of teachers? If so, what kind?
14) Lerner and Tetlock (1999) pointed to the premise that outcome accountability systems
focus on the bottom line – the outcome – rather than the process taken to capture the
outcome. In economic environments, outcome accountability is understood as the profit
produced at the end of a completed task (De Langhe et al., 2011). De Langhe et al. (2011)
described outcome accountability in real estate as the profit produced as a result of selling
homes. Unlike outcome accountability, process accountability considers the methods
used to make decisions (De Langhe et al., 2011). Process accountability enables agents to
improve how they develop and track strategies that produce effective benefits (De
Langhe et al., 2011). De Langhe et al. (2011) argued that process accountability enables
decision-makers to consider the process for making decisions rather than the outcome of
your decision. In a real estate environment, process accountability would consider how
the agent came up with the process to capture their profits (i.e., process accountability) as
opposed to the production of the profits (i.e., outcome accountability).

142
15) If you could choose the accountability system used to measure your success as a
principal, which method would you choose: outcome or process accountability and why?
16) What are the most important principal actions and systems that build accountability with
your teachers?
Closing: I appreciate your participation in today’s interview. In one week, I will reach out to you
to share the transcript from today’s interview. At the conclusion of this study, I can also report to
you the findings of the data collected.
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